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Abstract
The purpose of this study has been to investigate the impact of a well-being
intervention, using a well-being curriculum, known as A. B.A.L.A.N.C.E.. The method of
educational criticism and connoisseurship was used as the qualitative method.
Educational criticism is rooted in the process of expressing the specific qualities of one’s
observations, while educational connoisseurship is rooted in the process of appreciation.
The intervention will be conducted by an interventionist, myself, who gave the 10-lesson
intervention to six 6th grade (11 – 12 years old) participants over a two-week period. This
was orchestrated over a technological platform known as Zoom. It should be noted that I,
the researcher, am also the author of A. B.A.L.A.N.C.E. This is a teacher as the
researcher study. Some findings include practical benefits for six different 6th grade
participants. All of the themes discussed within this study can have transferability to
either a different intervention, after-school setting, practical classroom setting, or even a
home setting with participants of varying age, learning ability, ethnicity, gender, or
socioeconomic background.
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Chapter One
Well-Being
Although the term ‘well-being’ is often employed, there is no agreed upon
definition and it is often used as an all-encompassing, all inclusive, and broad conceptual
framework to describe the quality of people’s lives (Dodge et al., 2012). For example,
terms such as happiness, contentment, quality of life, value, enjoyment, and life
satisfaction have been used interchangeably to mean well-being (Allin, 2007); each of
these concepts has common connections to well-being but they do not signify or
encompass everything well-being epitomizes. Therefore, it can be interpreted that wellbeing is indeed a very complex and intricate construct. Then in relationship to well-being,
attempting to ascertain a precise definition, Pollard and Lee (2003) advise that well-being
is a designation that is frequently described, classified, and defined in abundant ways in
the examination and contextual understanding of human development.
However, there are some researchers in the field who have argued that definitions
for well-being have little significance. For example, Ereaut and Whiting (2008) interpret
well-being to be what people agree and approve to be quite simply a ‘good life.’ Ereaut &
Whiting (2008) also state that individuals will differ to some degree with what
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components of well-being might value more. Therefore, in the face of the infinite amount
of influences and stimuli that constantly and consistently impact our well-being, would a
valid, consistent, and ethical definition of well-being, even be possible to create? The vast
amount of research has suggested that well-being is defined through context.
The World Health Organization contextualizes well-being as,
A state in which the individual realizes his or her own abilities, can cope with the
normal stressors of life, can work productively or fruitfully and is able to make a
great contribution to his or her community. (Herrman, Saxena, & Moodie, 2004,
p. 12)
This definition fulfills the concept that an individual’s inward and outward relationship
plays a vital role in the community.
Hill (2004) suggests that one’s well-being narrates a particular story to the rest of
the world, a state that communicates an individual’s present state of sustainable
homeostasis; he expands on this notion by explaining that this state of being exists purely
and truthfully in that moment. This definition contextualizes well-being as a process that
adheres to having a balance, conditioned in the present moment, not the foreseeable
future. It’s also important to comprehend in the contextual understanding of well-being
that our identities are composed of multifaceted and interconnected attributes. For
instance, Seligman’s (2011) well-being theory delineates five domains of life that people
pursue as ends in themselves: positive emotion, engagement or flow, positive
relationships, meaning or purpose, and achievement, or PERMA. Seligman’s theory
distinguishes that well-being comprises numerous integrating dimensions which initiate
distinctive outcomes in the collective experience of life.
2

Well-being has been defined by possessing the state of being relaxed, healthy, or
happy; in other words, when an individual maintains a simple positive state of
equilibrium. It has also been defined as the process of translating one’s own personal
condition to be positive or negative. Pollard and Lee (2003) describe well-being to be
Well-being can also be defined in terms of one's context (standard of living),
absence of well-being (depression), or in the overall but collective manner in a
holistic lens of interpretation and understanding. (shared understanding). (Pollard
& Lee, 2003, p.64)
Then within Pollard and Lee’s (2003) systematic review, they supply a table of the
relevant well-being definitions found in the field, attempting to classify and narrow its
scope.
Table 1
Well-Being Definitions
Author
Columbo, S.A. (1986)

Definition of Well-being
"A multidimensional construct
incorporating mental/ psychological,
physical, and social dimensions", as
cited in Yarcheski et al. (1994: p.
288).
"The ability to successfully,
resiliently, and innovatively
participate in the routines and
activities deemed significant by a
cultural community. Well-being is
also the states of mind and feelings
produced by participation in routines
and activities" (pp. 75-76).
"Children's health and well-being is
directly related to their families'
ability to provide their essential
physical, emotional, and social
needs" (p. 413).
"General view of the person's
feelings regarding his/her life

Weisner, T.S. (1998)

Schor,E.L.(1995)

Keith, K.D. and R.L. Schalock(1994)
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Martinez, R.O. and R.L. Dukes (1997)

Cloninger, Robert (2006)

circumstances, including personal
problems and some questions about
family" (p. 84).
"As self-esteem, purpose in life, and
self-concept of academic ability
(self-confidence)" (p. 504).
“The methods of improving wellbeing can be understood as working
on the development of the three
branches of mental self-government
that can be measured as character
traits using the Temperament and
Character Inventory (TCI). These
three TCI character traits are called
self-directedness (i.e., responsible,
purposeful, and resourceful),
cooperativeness (i.e., tolerant,
helpful, compassionate), and selftranscendence (i.e., intuitive,
judicious, spiritual). In essence, high
scorers in all these character traits
have frequent positive emotions (i.e.,
happy, joyful, satisfied, optimistic)
and infrequent negative emotions
(i.e., anxious, sad, angry,
pessimistic)” (Cloninger, 2006, para.
3).

Columbo (1986) references well-being as ascertaining qualities that encompass
more holistic and interconnected characteristics. In contrast, Weisner (1998) and Schor
(1995) denote an individual’s well-being as being constructed through the direct
relationship with their community, and more specifically their family. Keith and
Schalock (1994) and Martinez and Dukes (1997) make the explicit assessment of wellbeing to pertain to an individual’s specific perspective related to one’s own life situation
and the direct correlation to everyone’s life purpose and self-concept.
4

Therefore, as one can observe, well-being can be interpreted through many
different viewpoints to mean many different things in many different contexts; and to
then formulate a precise well-being definition that appeals to every and all circumstance
of applicable culture, gender, class, individual, and age is a very perplexing task.
In the definitions of well-being associated with adults, the subjective benefits are
directly attributed to the youth and students of our generation. McLeod and Wright
(2016) propose that the awareness of a child’s well-being gives a snapshot of the
quantifiable traits a student is experiencing in life (McLeod & Wright, 2016). Well-being,
an intricate and sophisticated psychosocial construct (ACU and Erebus International,
2008), has been researched significantly in several specialized fields, such as education,
health, and psychology. In the contexts of youth, specifically, personal well-being may be
defined as “a sustainable state of positive mood and attitude, resilience, and satisfaction
with self, relationships and experiences at school” (ACU and Erebus International, 2008,
p. 5).
Social Emotional Learning
Social emotional learning is as aspect of education that goes hand and hand with
well-being. Social Emotional Learning (SEL) is the manner through which individuals
develop and essentially direct the knowledge necessary to comprehend and regulate their
emotions, accomplish goals, demonstrate empathy, achieve positive relationships, and
make accountable decisions (Axelrod, 2010). Research has shown that SEL is pivotal in
playing a role in impacting crucial life outcomes. In reference to school and more
universal life success, SEL cultivates the ability for individuals to integrate the emotional
5

intelligence it takes to control their emotions that lead to constructive scholarly and life
outcomes (Jones & Doolittle, 2017).
According to Swartz (2017) there are five types of competencies in relationship to
SEL. Those skills are self-awareness, self-management, social-awareness, relationship
skills, and responsible decision making. These competencies are associated with the
Collaborative for Academic, Social and Emotional Learning (CASEL). CASEL is a
program that organizes and promotes the implementation of strategies, standards, and
procedures for the integration of SEL in educational settings (Graczyk et al., 2000).
Graczyk and colleagues ultimately sought to research and provide a framework around
supporting the implementation of quality school-based prevention programs; an example
of research that demonstrated and revealed SEL skills are not only significant but
purposeful.
Overall research has shown that students who participate in SEL research studies
have demonstrated better outcomes academically and in life (Swartz, 2017). Teachers
have also demonstrated a useful perspective in the understanding of SEL in school
contexts. There was a national teacher survey that revealed that teachers not only value
and endorse social and emotional learning for all students, but teachers are also able to
identify specific accelerators for social and emotional learning in association to student
learning (Bridgeland et al., 2013).
Why We Need Well-Being Research
The Absence of Well-Being Equals Disadvantage

6

Our world needs well-being. Every individual no matter age, gender, ethnicity,
socio-economic background, occupation, or purpose in life needs the conscious
knowledge of what it takes to be healthy, fulfilled, and happy in life. White (2016)
alludes to a significant problem facing our society in connection to well-being. White
refers to the World Health Organization making the substantial prediction that there will
be a global catastrophe in correlation to our well-being where, by 2030,
Depression will be the leading burden of disease or that one person commits
suicide every 40 s—more than all the yearly victims of wars and natural
disasters—it appears policies are reluctant to integrate well-being as a driver
between and across community improvement. (White, 2016, para. 7)
It has also been repeatedly researched in different studies that high levels of stress
in schools can lead to heightened well-being health problems; tangibly speaking mental
illness, depression, or suicide (Adler, 2017). In addition to the frequency of clinical
depression rising within the past five decades, the average age of the first episode of
depression has gone from adulthood to adolescence (Adler, 2017). Lewinsohn et al.
(1993) discovered that one in five teenagers have an occurrence of depression before
completing high school. Students feel stressed by their self-image, pressure from
curriculum expectations, and even the financial pressure perceived through society. Adler
(2017) makes the argument that there is the critical need for an educational paradigm that
directly fills the well-being needs of adolescent students in our society.
Lack of Interventions
In the context of education there is a diminutive amount of interventions
developed for children or adolescents in the context of well-being. A strong justification
7

for this may be the occurrence that there is a gap in the research regarding the methods
and benefits underlying why interventions work in given contexts (Coles et al., 2015).
According to a systematic review conducted by Hurt et al. (2018), authors
reviewed 15 databases and found 22 studies that satisfied their criteria in reference to
revising a Healthy Child Programme initiative (Hurt et al., 2018). Researchers discovered
a small amount of studies using interventions aimed to promote child development. Then
in the assessment of psychosocial well-being in children, Barlow and Ellard (2006) also
found studies using interventions in this regard to be few and far between.
Coles et al. (2015) offer insight for the diminutive amount of research in
correlation to children and adolescence when they stated,
Measuring outcomes (intended and unintended) and linking them to the activities
and processes of an intervention can present methodological challenges for
evaluators, particularly in the case of complex social interventions. (Coles, 2015,
para. 2)
Schools Have Yet To Prioritize
Schools have also resisted making well-being a significant component of the
curriculum. Even though well-being has been projected as a main component of learning,
its connection with academic success has been disregarded (Berger et al, 2011). White
(2016) states that there is a consensus among administrative officials agreeing on the
beneficial qualities of well-being, but these same officials fail to make changes at the
bureaucratic or systems level by adding well-being to the main curriculum.
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These results affirm the urgent need for an educational paradigm that directly
addresses the psychological well-being of children and adolescents (Adler, 2017). Child
health and well-being is shaped by a plethora of influencing dynamics —
Physical, social, environmental, behavioral and psychological—all of which can
impact childhood development and the acquisition of vital physical, socioemotional and cognitive-language skills. (Coles et al., 2015, para. 6)
Gräbel (2017) then expands off this notion through a systematic review, stating that
student psychological and emotional wellbeing also positively impact academic
achievement. Childhood (ages 5 -12 years old) and adolescent (ages 12-18 years old)
well-being is prompted and influenced by many attributes, all of which can dramatically
impact their early development.
Presently researchers are working to promote well-being as an answer to the
innumerable challenges facing young people ranging from unemployment, low selfesteem, health abnormalities, and unforeseeable problems (McLeod & Wright, 2016).
This responsive approach ultimately comes to terms with the understanding that
individuals living in such conditions will have a much more difficult time finding the
necessary components to fulfillment. Eli Apple (2012) poignantly suggests,
All around us the effects of such things as unemployment, growing economic
inequalities, housing foreclosures, the defunding of programs for the poor,
hunger, homelessness, loss of pensions and health care, resurgent racism, antiimmigrant sentiment and violence, and so much more are becoming ever more
visible. (Apple, 2012, pg. 1)
It would be foolish to expect the same sense of well-being and fulfillment for children
coming from a harsh environment compared to students who have a more enriching one.
Children born into families suffering health and socio-economic inequalities are at a
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larger threat of reduced long-term health and poorer quality of life; therefore, the
precarious early childhood life stages offer a distinctive window of prospect to diminish
risk factors, reduce disparities and promote sustained health and well-being (Coles et al.,
2015).
Well-being is an approach that addresses the child/student in a holistic way; no
matter who they are, where they come from, or their limitations or deficiencies. Wellbeing celebrates every individual and gives them a hope that they each have a potential to
be realized through the journey of life. Gradually, well-being has slowly become a
“household” name in our modern society, which has become accepted as a “valuable”
attribute for schools to promote and students to possess. A student’s well-being has a
direct influence on many dimensions of their educational experience; therefore, it is not
only important for a school to invest in a student’s overall well-being, but one could
contend that is indeed their obligation and duty. As researcher Kevin Cloninger found in
his dissertation, educators can ultimately help their students blossom into their best self
with a well-being tailored instruction (2008).
Research Question 1
What are the intentions of the A. B.A.L.A.N.C.E. curriculum designer when actually
implementing the curriculum?
Research Question 2
What does A. B.A.L.A.N.C.E. look like in practice, through an operational lens, when
implemented by the interventionist (myself), in an Zoom simulated setting?
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Research Question 3
What is the significance of the intentions, operations, and received curriculum for the
student participants in this interventional research study?
Research Question 4
What is the significance of the intentional and operational curriculum for student
participants in general?
Research Methods
My research utilizes the method of educational criticism and connoisseurship.
Criticism
Educational criticism, highly influenced by the arts and humanities, is a
qualitative research method that uses description, interpretation, evaluation, and
thematics. Its overarching goal is to seek improvement in society (Uhrmacher et al.,
2017). Educational criticism essentially is the “art of disclosing”. Its purpose and function
serve as the catalyst behind the notion to reeducate our perceptions (Uhrmacher et al.,
2017).
Connoisseurship
A connoisseur is defined as an individual who has the desire to evaluate some
aspect of the world consciously, competently, and critically (Uhrmacher et al., 2017).
Connoisseurship essentially is a personal experience everyone engages in where the
process entails using one’s senses to appropriately create distinctions of purposeful
accord. Connoisseurship is the “art of appreciation”. Its purpose and function come to
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light when an individual discovers that “as we develop our sensibilities, we soon discover
that we know more than many” (Uhrmacher et al., 2017, p.2).
Well-Being Constructed Through Domains
Human beings are cognitively, physically, socially, economically, and
psychologically conditioned from a young age. From the very moment children are born,
they are vulnerable and susceptible to many influencing factors and influences. Then
adolescence is a particularly significant developmental and malleable period in life
(Steinberg & Morris, 2001). Therefore, child and adolescent well-being is a complex,
elaborate, and multifarious construct. The effectiveness of interventions to treat and fix
existing issues of maladaptive behaviors has been extensively studied, and much has been
learned (Dodge and Schwartz, 1997).
Domains are Composed of Indicators
Well-being domains are composed of indicators. According to the social research
glossary, an indicator is something that suggests or points to something, measures,
interprets, or provides an overview of a specific perception or impression (Harvey, 2018).
Then put into a contextual explanation, an indicator is an explicit entity that has the
purpose to identify a theory or idea in a very applicable way (Harvey, 2018). For
example, the physical well-being domain will have the measurable gauges of activity and
nutrition as relevant indicators. This is a mutually respected method in social research,
where more than one indicator is used to assemble a data collection, which is then used to
investigate the theory or concept.

12

Table 2
Examples of Negative Indicators
Domain
Status
Indicators

Psychological

Physical

Cognitive

Social

Economic

Negative
(examples)

-Aggression
-Anger
-Anxiety
Behavior
-Delinquency
-Depression

-Physical
manifestations
of stress
-Physical
symptoms of
illness
-Substance
abuse

-Academic
incompetence
Concentration

-Anti-social
behavior
-Negative
life events
-Peer
problems

-Child support

Reliance on negative or deficit indicators of well-being fails to capture the
potential strengths, endowments, and capabilities that can be promoted in children and
adolescents (Pollard & Lee, 2003). In one study, stress and depression were the sole
indicators used to measure adolescent well-being. (McFarlane et al., 1995). Well-being,
of course, is more than constantly attempting to monitor the insufficiencies, gaps, or
holes in children and adolescents. “So what’s wrong with you?” was eventually
discovered not to be the most beneficial course of action in well-being research. In
response to this, there has now been a strong campaign to establish valid and reliable set
of positive indicators that reflect and reveal a child’s state of well-being.
Well-being has a very central and relevant role in society. I argue this holistic
approach to fulfillment is grounded in a consciousness around vital domains and
indicators of constructive significance that allow for a recognition of purposeful and
pragmatic means. Lippman et al. (2003) encourage the notion that having positive goals
for society, however, is not a small task but an endeavor that can reflect and impact the
goals of a nation.
13

Table 3
Positive Indicators
Domain
Status
Indicators

Psychological Physical

Cognitive

Social

Economic

Positive

-Autonomy
-Behavioral
competence
-Behavioral
functioning
-Confidence
-Intrinsic
Motivation
-Purpose
-Resilience
-Safety
-SelfAcceptance
-SelfActualization
-Self-concept
-Self-esteem
-Selfidentified
strengths
-Self-reliance
-Selfsatisfaction
-Self-worth
-Stress
management

-Academic
achievement
-Cognitive
ability
-Financial
Competence
-Quality of life
-School function
-School
integration
-School-related
behaviors
-Self-concept of
academic ability

-Altruism
-Belonging
-Family relations
-Relations with Parents
-Prosocial behaviors
-Prosocial values
-Quality of life
-Relationships in the home
-Relationships in the
school
-Relationships with peers
-Safety
-Social acceptance
-Social skills
-Social Support
-Socioeconomic status

-Child support
-Financial
Awareness

-Exercise
-Health
promoting
behavior
-Hydration
-Nutrition
-Personal
body care
-Physical
appearance
-Physical
health
-Rest
-Safety
-Sleep

Note. Positive indicators that influenced my curriculum.

The Curriculum Framework
From UNESCO International Bureau of Education,
Knowledge and education are considered among the major factors contributing to
the reduction of poverty, sustainable development and economic growth – and it
is the curriculum that is increasingly viewed as foundational to educational
reforms aimed at the achievement of high quality learning outcomes. The
curriculum represents a conscious and systematic selection of knowledge, skills
and values: a selection that shapes the way teaching, learning and assessment
processes are organized by addressing questions such as what, why, when and
how students should learn. (UNESCO, 2000, p.6)
A glaring truth in the field of well-being research is that a large concentration is
on the adult, and the well-being and functioning of the child and adolescent is absent. Just
14

as several components are needed to define and understand the well-being of the adult,
Kern et al. (2014) suggest that a multifaceted approach to the well-being of the individual
during childhood and adolescence is necessary. A multifaceted approach aligned to the
theology of Abraham Maslow.
In society, individuals all strive to feel complete as people. In 1943, Abraham
Maslow published his assessment on what drives and motivates humans. This conceptual
framework was called: Maslow’s Hierarchy of Needs (see Figure 1). This theory was
represented within a 5-tier pyramid.

Figure 1: Maslow’s Hierarchy of Needs

According to McLeod (2007), Maslow stated that every individual approaches life
by ultimately attempting to fulfill this 5-tiered pyramid of motivation. Maslow states that
an individual begins this process by first aiming to fulfill the basic needs of the pyramid,
then that individual progresses tier by tier to the other stages of development.
The basic and first level of the pyramid is the biological and physiological needs
(air, shelter, food, sleep and water) of an individual (McLeod, 2007). The second level of
the pyramid aims to meet an individual’s safety needs (McLeod, 2007). The third level of
the pyramid is an individual’s social needs (McLeod, 2007). Then the fourth level of the
15

pyramid looks to measure an individual’s self-esteem needs (McLeod, 2007). Finally, the
last level of the pyramid has the goal of monitoring an individual’s ability to fulfill their
self-actualization needs (McLeod, 2007). According to Maslow’s philosophy, after each
of the 5 levels are satisfied, an individual is ready to remarkably transcend to a more
altruistic role in their life; they will begin to move from an independent perspective to a
more interdependent function in society. To conclude, Maslow is undeniable in
reiterating to the public that every individual, no matter age, race, gender, class, or
disposition can progress up the hierarchy of the pyramid toward the goal of altruism
(Koltko-Rivera, 2006). Ultimately Maslow’s theoretical approach can be viewed through
a lens directly correlated to well-being.
It is also imperative to note that well-being encompasses many different aspects
and features of one’s life. Ultimately, the notion of well-being espouses several different
‘beings’, such as psychological well-being, physical well-being, social well-being,
spiritual well-being, cognitive well-being, and student well-being (ACU and Erebus
International, 2008). To date, several studies have attempted to identify the components
that enhance positive psychological functioning and well-being (Ryff & Keyes, 1995).
An Overview of A. B.A.L.A.N.C.E.
What is A. B.A.L.A.N.C.E.? A. B.A.L.A.N.C.E. is a well-being curriculum that
presents 8 foundational and integrated components equated to individual happiness and
fulfillment. It is crafted where each letter represents a different element of well-being.
The 8 elements are: Acceptance, Belonging, Actualization, Life Needs, Active, No Fear,
Confidence, and Everyone. This well-being curriculum was influenced after Abraham
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Maslow’s Hierarchy of Needs (McLeod, 2007). Abraham Maslow believed that we as
individuals all have needs that are motivated to be fulfilled through the construct of a
sequentially tiered pyramid.
I, on the other hand, took a slightly different approach to designing a well-being
construct. Instead of using a pyramid that an individual gradually moves up after
fulfilling a specific tier, I constructed a pie chart, with added components of well-being,
where a student can assess their wellness through an integrated and introspective
approach (See Appendix A). In my opinion, well-being is constantly fluctuating. For each
of us our well-being can change daily, hourly, and in certain circumstances
instantaneously. Therefore, the purpose of my pie chart design is for a student to be
aware of not only the certain components of well-being, but to also be aware of the
intricate connection and dynamic each component shares in relationship to the other
components in present circumstances of varying degree.
Well-being is a complex, elaborate, and multifarious construct that has continued to
be difficult for researchers to define and measure. Therefore, reviewing the basic research
foundations on well-being is very important. The literature reviewed resulted in the
identification of five distinct domains of well-being: psychological, physical, cognitive,
social, and economic (Pollard & Lee, 2003).
I have aligned my well-being curriculum with the five domains of Pollard & Lee
(2003); which are discussed in the intervention schedule. All the domains implicitly and
explicitly helped form and guide my well-being curriculum. My curriculum is grounded
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in these fundamental 5 domains with integrated positive indicators influencing its
composition as well.
Well-being domains are composed of indicators. According to the social research
glossary, an indicator is something that points to, measures, or otherwise provides an
overview of a specific concept (Harvey, 2018). Then put into a contextual explanation, an
indicator is an observable and measurable entity that serves to define a concept in a very
practical way. Toles et al. (1993) expressed that negative or deficit indicators represent a
one-dimensional negative state, such as anxiety or depression; where positive indicators
comprise elements of a one-dimensional positive state, such as happiness. However,
reliance on negative or deficit indicators of well-being fail to capture the positive
continuum of the strengths, assets, and abilities that can be promoted in children and
adolescents (Pollard & Lee, 2003). In one study, stress and depression were the sole
indicators of adolescent well-being (McFarlane et al., 1995). Well-being, of course, is
more than constantly attempting to monitor the deficiencies in children. Therefore, there
has been a strong push to establish a valid and reliable set of positive indicators for a
child’s well-being.
Theorizing, developing, and examining positive indicators, allowed me to develop
a curriculum rooted in the 5 domains of Pollard and Lee (2009) that will reinforce the
skills and abilities of each individual child in affirmation to their well-being. My
curriculum has the purpose of emphasizing a student’s strengths; and avoiding a
perspective of deficit and deficiency. I argue this holistic approach to well-being is
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grounded in a consciousness that reflects not just our rationale as human-beings, but the
other vital domains and indicators as well.
In complement to these domains, positive indicators from Table 3 are utilized as a
conscious choice to alleviate any use of negative indicators in alignment to measure and
gauge student well-being. The positive well-being indicators used in A. B.A.L.A.N.C.E.
are self-acceptance (psychological domain), belonging (social domain), actualization
(psychological domain), life-needs (physical domain), active (physical domain), safety
(physical, cognitive, and economic domain), confidence (psychological domain), and
altruism (social domain).
The aim of this curriculum is to reinforce the skills and abilities of each individual
student in affirmation to their well-being. The curriculum has the purpose of emphasizing
a student’s strengths; and avoiding the perspective of deficit and deficiency, while
offering an intervention that is flexible enough to support multiple student learning
abilities, various modes of instruction (e.g., lecture, meditation, discussion, interactive
group work, role-playing), and diverse monitoring responsibilities (e.g., tracking student
progress, observing student interaction with the curriculum, and essentially examining
student learning) (Clement, 2007). This metacognition gives the researcher a powerful
awareness in ascertaining a deeper purpose to make the curriculum not only effective but
resolute.
That is, by trying to fail, and thereby identifying the limiting, necessary, and
sufficient conditions (and eventually designing to succeed within more
configurations of conditions), researchers extend theory, curriculum effectiveness,
and guidance to future design and empirical research work. (Clement, 2007, p. 49)
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The pedagogical methods used in this curriculum will include interactive workbooks,
meditation, role-playing, yoga, active participation, theatrical activities, song, dance,
worksheets, and discussion to promote well-being.
What the Curriculum will Pragmatically Look Like. The intention of this
curriculum is to stimulate and foster conditions that plant well-being “seeds” of
knowledge in each participant. The curriculum aims at providing conditions that will give
participants an experience that will allow them to intrinsically motivate themselves based
on an understanding around what drives them and how well-being positively gives them
fulfillment in life.
The well-being model that will be used within this intervention is a fundamentally
simple, practical, and applicable condition; a conceptual structure where each distinct
letter in the acronym of A. B.A.L.A.N.C.E. represents a different component to the
overall and comprehensive totality of the well-being model. This construct is visually
represented in the form of an 8 component Pie Chart (See Appendix A); each component
creates the condition where it will directly ask the student to what degree they possess the
qualities related to each particular letter of A. B.A.L.A.N.C.E. The student will engage in
this process by circling a corresponding choice: yes, no, or both (the option of “both”
purposely gives a student the option to choose a mixed response).
Established Curriculum Conditions. The intervention will be conducted by an
interventionist, myself, who will give the 10-lesson intervention over Zoom to six 6th
grade (11 – 12 years old) participants over a two-week period for an hour a day (Monday
thru Friday). The first day will entail creating a starting condition point by introducing
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the book and going over the conceptual framework of the book. I will also introduce the
A. B.A.L.A.N.C.E. song, which will be a daily occurrence each session. Then each
proceeding session, the class will cover a new “Letter” in “A. B.A.L.A.N.C.E” for 60
minutes. The book is an interactive workbook that give students the opportunity to
explore the different components of well-being through personal investigation and
experiences. The motivation and purpose behind each daily session are as follows:
A.cceptance. I, the interventionist, will provide conditions where the students will
experience the concept of self-acceptance. Our self-acceptance is influenced by
essentially all of the domains of well-being. Whereas self-esteem refers to the value we
place into ourselves, self-acceptance alludes to a far more encompassing confirmation of
self.
When we're self-accepting, we're able to embrace all facets of ourselves--not just
the positive, more "esteem-able" parts. As such, self-acceptance is unconditional,
and free of any qualification. We can recognize our weaknesses, limitations, and
fallacies, but this awareness in no way interferes with our ability to fully accept
ourselves. (Seltzer, 2008, para. 1)
B.elonging. I, the interventionist, will also provide conditions where the students
will experience the concept of belonging. This social domain includes sociological
perspectives. Ultimately, all people have the need to belong to family, friends, or a
community that truly instill a sense of fulfillment in one’s life. The need to belong is
the desire to reciprocate feelings of affection and kindness to and from others.
Belonging is a strong and instinctual feeling that exists in human nature. Baumeister and
Leary argue that belongingness is such a fundamental human motivation that
we feel severe consequences when we do not feel we belong (1995).
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A.ctualization. I, the interventionist, will provide conditions where the students
will experience the concept of self-actualization. This domain is influenced by the
domains of social, psychological, physical, and cognitive influence. Self-actualization is
vital to our well-being. Our need to have self-actualization is, as Abraham Maslow stated,
one of the most challenging components of well-being to fulfill. From a very young age
we need to be cultivating our passions. Diane Ravitch outlines how to approach this
conceptual concept at an early age. “Children in the early elementary grades need
teachers who set age-appropriate goals. They should learn to read, write, calculate, and
explore nature, and they should have plenty of time to sing and dance and play and
giggle” (Ravitch, 2013, p.7). She then expands this concept when she discusses,
Every school should have after-school programs where students may explore their
interests, whether in athletics, chess, robotics, history club, theatre, dramatics,
science club, nature study, exploration, free-play, scouting, and or other activities.
(Ravitch, 2013, p.7)
Therefore, we must, as enlightened educators, stay committed to affording these
opportunities to our youth because the importance and significance of doing our hobbies
is immeasurable.
L.ife Needs. I, the interventionist, will provide conditions where students will
experience concepts pertaining to their physiological needs. Abraham Maslow argued
that physiological needs are the most foundational and fundamental qualities humanbeing have as individuals, as they are largely influenced by the physical domain of our
well-being. These physiological needs encompass the human’s needs for sleep, water, air,
food, and shelter. In our society today, there has been a strong push, especially for
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children, to achieve these means through healthy choices; however, there are still great
strides to be made.
A.ctive. I, the interventionist, will provide conditions where students will
experience the concept of fitness. Resting within the physical domain of well-being is our
need to be active. Self-determination theory provides a useful framework for
understanding children and adolescents' motivation for physical activity (Owen and al.,
2014). From this consciousness comes the understanding that interventions can promote
intrinsic motivation for students and adolescents, stated by the Sports Education Model
(Siedentop, 1994).
N.o Fear. I, the interventionist, will provide conditions where students will
experience the many dimensions of safety. A complex component of a child’s well-being
is their safety. As humans, feeling safe in many aspects of our life is very important to us.
Feeling safe is the ultimate goal of psychotherapy or any other means of self-exploration
(Livingstone, 2013). Therefore, safety can be attributed to physically, psychological,
cognitive, social, and financial domains of well-being.
Well-being has traditionally focused on improving physical, emotional, and
mental quality of life with little understanding on how dependent students and their
families are on financial health (De Chavez et al, 2005). Financial stress often manifests
itself in physical and emotional difficulties that lead to increased healthcare costs and
reduced productivity (Main, 2010). A more comprehensive model for well-being would
acknowledge money as a foundation of authorization that maximizes different
components of health by decreasing financial pressure (PwC, 2014). Such a model will
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provide individuals with the financial knowledge they need, as well as enabling them to
gain valuable insight and comprehension regarding their financial habits(Taylor et al,
2009). Through this conceptualization, students will be offered conditions to be better
informed with how to align a financial awareness to their well-being goals beginning at a
young age.
C.onfidence. I, the interventionist, will provide conditions where students will
experience the concept of confidence. Our confidence finds a foundation in the physical,
cognitive, psychological, social, and financial domains. Studies have fueled the
perspective that children and adolescents with low self-esteem tend to perform below
their potential academically and their social skills are limited. Confidence in one’s own
culture proves to be very influential to one’s well-being as well. Studies have shown that
“...both social psychological and developmental perspectives suggest that a strong, secure
ethnic identity makes a positive contribution to cognitive well-being” (Horenczyk et al,
2001). Therefore, one cannot overlook the power of truly honoring where you come from
and how this affects one’s overall connection and confidence in life. These theories
informed my efforts to form this essential component in my curriculum.
E.veryone. I, the interventionist, will provide conditions where students will
experience the concept of altruism. Scientific research provides incredible data to support
the facet of prolonged happiness in correlation to our psychological and social domain.
Through fMRI technology, research has shown that being charitable stimulates
equivalent parts of the brain that are aroused by food. Research also revealed data that
altruism is found to be natural in the brain—and it is also pleasurable (Santi, 2017).
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Therefore, residing in our psychosocial perspective is our call to help and reach out in our
communities.
Final Lesson. Then the last lesson will focus on reviewing the main concepts and
making the components of well-being more practically relevant. The main condition that
will be established in this final lesson will revolve around the students making long term
goals in reference to their well-being. The students will also communicate “highs” and
“lows” of the intervention that will greatly inform future practices and implementations
of my well-being curriculum. These will be the conditions that will be set during this
final lesson.
Research Study
My study originated from the office space in my home. At the time of this
research, COVID-19 was rampant. Many in-person educational settings were closed for
face-to-face learning. Therefore, I conducted ten Zoom intervention curriculum classes
with six 6th grade student participants. The onsite coordinator of the summer camp was a
valuable liaison between me and all of the participants and their families. This
coordinator served as a pivotal support in the recruitment process of the student
participants.
All the parent/guardians of the participants were asked and confirmed to have
proper technical support (a computer with a camera and speaker, proper internet
connection, and a workspace) to facilitate ten Zoom curriculum classes for two straight
weeks for an hour a day (Monday thru Friday). The participants and their families were
also asked and confirmed that they had a quiet and functioning space to perform the
25

various activities associated with the curriculum, as well as if they had the necessary
supplies (paper, pens, pencils, markers, and colored pencils) to complete the curricular
activities. The well-being workbook was given to every family a week before the
intervention. This well-being workbook corresponded to every lesson, so all the
participants had all the necessary materials and paperwork for each lesson.
Conclusion
In alignment with maintaining a high degree of ethical practice and regard for
dedicated research, it was necessary to identify the current state of well-being research
for children and adolescents. First, well-being interventions have proven to have a place
in education, but there is still hesitancy from education officials to implement well-being
curriculum into schools. Second, well-being has proven to help students in many different
aspects of their life. Lastly, well-being research is applicable to everyone regardless of
age, race, sex, class, or ability. Therefore, I feel passionately committed that my
interventional research study will have purpose and place in the field of well-being.
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Chapter Two
Background and Rationale
In order to investigate well-being interventions on students, I sought to ground my
research in identifying studies that had already been executed in the field. There were
several examples in school contexts where a well-being curriculum had been
implemented and used effectively (Das an al., 2016; Seligman, 2009; Bunketorp Käll et
al., 2015; St. Denis et al., 1996; and Seligman, et al., 2009). Das et al. (2016) conducted a
systematic review of interventions published up to December 2015. They identified 38
systematic reviews in the following categories: interventions in a classroom setting (n =
12); community-based interventions (n = 6); digital platforms (n = 8); and individual/family-based interventions (n = 12).
Classroom Setting Interventions
The interventions were attentive to the tendencies that exist within social and
emotional well-being, while concentrating on the key factors and influences of mental
health promotion (Das et al., 2016).
At the Geelong Grammar School, they have made well-being the foundational
basis to their curriculum. They have executed a whole-school initiative to make positive
27

education, the driving force to their school; and through this initiative, Geelong Grammar
School taught the principles of personal well-being to students, parents, administrators,
and the entire community involved (Seligman et al., 2009). These principals were
grounded in positive well-being indicators substantiated by Pollard and Lee (2003).
The curriculum-based physical activity intervention conducted by Bunketorp Käll
et al. (2015), was an intervention that used the stimulus of movement and activity as the
driving force of stimulation for students. In the purpose of sustaining student health and
academic achievement, this intervention was used in conjunction with measuring Health
Related Quality of Life; positive well-being indicators within the physical and mental
domain of well-being were utilized within this intervention (Pollard & Lee, 2003). PESA,
which stands for the Positive Education Schools Association, was a school organization
that attempted to utilize positive psychology in the pedagogy and instruction of schools.
The purpose of this program was to improve student well-being and academic
functioning with students. The alliance of this program attempted to align itself with
school officials and individual teachers to complement their objectives and goals. This
initiative gave teachers access to educational resources and promoted the latest research
for effective use and application (Pesa.edu.au, 2018). St. Denis et al. (1996) conducted a
study using an intervention on thirty-nine 4th grade students. This intervention
investigated the outcome of positive perspectives within students.
The Penn Resiliency Program (PRP), formulated at the University of
Pennsylvania, had the purpose to direct its curriculum towards teaching students several
skills, including hopefulness, creativity, moderation, decision making, confidence,
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problem solving, and coping skills (Seligman, et al., 2009). This program conducted 20
studies involving more than 2,000 children, which evaluated the effect of the PRP using
control groups (Seligman, et al., 2009); another study that relied on using positive wellbeing indicators (Pollard & Lee, 2003) as their foundation.
Classroom Setting Intervention Results. Hughes and Kendel (2009) used the
Psychometric Properties of the Positive and Negative Affect Scale for Children (PANASC) with Anxiety Disorders. This study investigated a sample of 139 children, that were
between the ages 7–14 years, associated with anxiety disorder. This study revealed results
that social anxiety is significantly correlated to low levels of positive affect (PA). The
study also revealed that PA made a vital contribution to the prediction of social anxiety
and depression scores (Hughes & Kendel, 2009).
The Children’s Hope Scale (Snyder et al., 1997) assessed agency and pathways of
hope. Penn Resiliency Program (PRP), which conducted 20 studies involving more than
2,000 children, found the PRP was correlated with decreasing symptoms of depression,
increasing social intelligence, and appealing to children of varying ethnicities. (Seligman,
et al., 2009). Phillips & Shonkoff (2000) conducted a longitudinal study that chronicled
the lives of children through their early childhood. They conclusively found that higher
quality childhood education characteristics and interventions led to better intellectual
skills and communicative ability, frequency of graduation was higher, employment rates
were greater, and there existed lower rates of involvement with violence and delinquency.
Then in compliment to this, researchers found that the consequence of academic
impairment were amplified by the extent of depressive symptoms (Heiligenstein, et al.,
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1996). Therefore, it is imperative to create interventions that can gauge and monitor a
youth’s well-being. Both previous studies immersed itself in the approach of using both
positive and negative well-being indicators (Pollard & Lee, 2003)
Then the curriculum-based physical activity intervention conducted by Bunketorp
Käll et al. (2015), had a quasi-experimental design using a control group. The study used
545 students, 122 in the intervention school, and 423 students with the intent to measure
socioemotional data and Health Related Quality of Life using the KIDSCREEN-52
Questionnaire. The results reflected that girls attending the intervention were more likely
to academically succeed and pass national tests in Swedish and Mathematics, while 4th to
6th graders that had gone through the same intervention had lower levels of behavioral
difficulties (Bunketorp Käll et al., 2015). Within this study, the data revealed that a
physically-based curriculum in school heightened academic proficiency and
psychological wellness of children, particularly for girls (Bunketorp Käll et al., (2015).
In connection to this last study, there also was an intervention that sought to
measure student gratitude using the Gratitude Questionnaire (McCullough et al., 2002).
This study evaluated and measured gratitude predispositions in daily life. The
intervention St. Denis (1996) used with thirty-nine 4th grade students, measuring positive
perspectives, was straightforward and clear. The study assessed the extent to which
children can be taught to increase and reinforce the frequency of good things in their day
and to be more conscious of these events. This study revealed an increased awareness of
positive feelings (St. Denis, 1996).
Broader Research Findings
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Following their review, Das and et al. (2016) discovered that one of the vacancies
in this field of study is the lack of child and youth voices in connection to well-being.
Bunketorp Käll et al. (2015) suggest that the implementation of similar types of
interventions they utilized, should be encouraged and used that emphasize movement in
connection to a healthier quality of living. Das et al.(2016) predict that with the recent
and prompt surge in studies using positive youth development, the field should expect
further development for children and adolescents through a strengths-based evaluation.
Well-being interventions have proved to have a substantial presence and influence
in the focus of child and adolescent well-being. However, there is opposition and
resistance to implement well-being in schools. This challenge comes mainly from the
traditional belief that teaching well-being might damage and obstruct academic learning.
White (2014) makes the assertion that researchers and practitioners should take 7 steps
when attempting to move a well-being curriculum forward in education:
1.

Leadership and Vision

2.

Governance, Strategy and Management

3.

Partnerships

4.

Measurement Tools

5.

Knowledge Transfer

6.

Structured Interventions

7.

Communications with outside parties
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Therefore, it is imperative to stay the course and look to make small gains in the
educational system of slow and gradual progress.
Therefore, my literature review will attempt to update and extend the review done
by Das et al. (2016) by bringing attention to more recent studies (Johnson et al., 2017;
Roth et al., 2017; Khanna & Singh, 2016) as well as studies that they did not include
(Schonert-Reichl et al., 2015, Black & Fernando, 2014; Suldo et al., 2014; Snyder et al.,
2012; Omizo et al., 1992) that offer tremendous insight into the field of well-being
associated with children and adolescents.
Literature Review Purpose
To investigate the value and effectiveness of well-being interventions on students,
I identified studies which included interventions associated with student wellness or
academic outcomes in order to: (a) identify the well-being interventions in the literature
and (b) identify the impacts of these interventions on student well-being or academic
outcomes.
Inclusion Criteria and Literature Search Procedures
Included Articles Met The Following Research Criteria
1.

Participants were in grades K-8 (ages 5-14), or the sample mean age was within

the targeted range. Focus on this study is placed on the well-being of children and early
adolescence due to the physical, emotional, and intellectual difference between students
in K-8 as compared to students in high school.
2.

The study was implemented in a school (e.g., public, charter, private) or

community-based setting (e.g., YMCA, after-school program)
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3.

Study designs were experimental, quasi-experimental, or multiple treatment. A

study with non-equivalent groups were not included.
4.

The independent variable, within each study, was a well-being intervention or

curriculum (e.g., wellness, life satisfaction, quality of life) for students.
5.

The study measured student wellness (e.g., wellness, life satisfaction, quality of

life) or academic outcomes (e.g., dropout, grades, standardized measures)
6.

The study was quantitative in design (RCT, QED, or two-treatment no

comparison)
7.

The article was written in English.

8.

Studies were published in a peer-reviewed journal from 1988 through April 2018;

this range of years will offer a 30-year research breadth in the field of well-being in
perspective to children and early adolescents.
Electronic Database Search. First, I conducted an electronic search of the
databases ERIC, Academic Search Complete, PsychINFO, and SPORTDiscus using a
combination of the following search terms: quality of life*, life satisfaction*, wellbeing*, wellness*, mindfulness*, Intervention*, instruction*, curriculum*, treat*,
program*, trial*, control group*, controlled trial*, quasi-experiment*, random*, student*,
participant*. The initial search of the electronic data generated 2,017 articles meeting the
search criteria. 1,997 articles were excluded on the abstract review level. The electronic
database search was completed on August 4th, 2018.
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Previous Relevant Literature Reviews
Das et al. (2016) identified 38 systematic reviews of literature, between 19972015. This review sought to better understand adolescent and child well-being school
interventions; a literature review that focused on school wellness interventions within a
K-12 student sample. Findings from 12 studies, researched by Das et al. (2016), on
wellness interventions in a classroom setting will now be described and synthesized.
In the review by Cheney et al. (2014), the authors investigated studies which
observed the use of nurture group (NG) interventions, with primary and secondary
schools in the UK. NG meetings generally included such activities as “circle time”, snack
time, free time, and welcome and farewell greetings (Cheney et al., 2014). The inclusion
criteria for this systematic review included studies that were published between 1990 and
2010, interventional studies was managed in the UK, participants were between 4 to 18
years old, interventions were orchestrated in an educational environment, intervention
had a group component, and one or more well-being outcomes measured emotional,
psychological or social data (Cheney et al., 2014). The major findings within this
systematic review found that nurture groups had an effective and beneficial impact on the
well-being dynamics of children socially and emotionally (Cheney et al., 2014). This
systematic review emphasized the requirement to execute organized longitudinal studies
with a denser student sample in order to evaluate the efficacy of research methods
pertaining to well-being interventions used in schools. There was also the call for a more
comprehensive breath of investigation in order to conduct a more thorough evidence-
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based policymaking process pertaining to students in a school setting (Cheney et al.,
2014).
In the review by Harlow and Clough (2014), the authors investigated studies
which concentrated on suicide prevention programs targeting indigenous youth. This
concentration had explicit connection to negative indicators outlined by Pollard and Lee
(2003). The inclusion criteria for this systematic review included articles researched
between 2012-2013, studies that were conducted in a school setting, interventions that
were culturally structured, and a study that possessed an outcome that had at least one
measurable outcome related to suicide or suicide prevention with the main goal of
prevention (Harlow & Clough, 2014). The major findings in this systematic review
depicted the notion that rates of youth suicide among indigenous populations in many
parts of the world are significantly higher than their counterparts. However, the data in
this systematic review point to considerable improvements that must be made to
conventional prevention study designs and assessment strategies to evoke a more ethical
and reliable protocol (Harlow & Clough, 2014). The authors of this study brought to
light a valid point of emphasis stating the fact that the youth who could benefit the most
from prevention interventions are sometimes the students not attending school; therefore,
it is essential to create programs outside of a school based environment (Harlow &
Clough, 2014).
In the review by Harrod et al. (2014), the authors investigated studies which
measured prevention of suicide strategies in university and other post-secondary
educational settings, which also had correlation to negative indicators (Pollard and Lee,
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2003). The inclusion criteria for this systematic review used studies that were up to 2011,
used a RCT, CBA, CITS, or ITS study design, the sample population were students
within a university or college setting, and participants had not attempted suicide before
(Harrod et al., 2014). The measurable outcome attributes pertained to suicide, attempted
suicide, behavioral change, and knowledge and comprehension (Harrod et al., 2014). The
major findings in the review revealed insignificant data to find correlation to validate
implementation of any interventions for suicide prevention in a university and postsecondary educational setting. The authors were incapable of discovering the independent
stimuli equated to preventative interventions (Harrod et al., 2014).
In this review by De Silva and associates (2013), the authors investigated studies
which assessed interventions that measured suicidal and self-harming behaviors in young
people. The inclusion criteria for this systematic review were as follows: participants
were applicable if they were a “young people” in accordance with the Australian Bureau
of Statistics (12–25 years); even though, participants younger than the 12 year old cut off
and over 6 years of age were also included. The outcome measures used in this study
were based on formal (suicide scales) and informal (self-reported) reports in school-based
settings and clinical based settings (De Silva et al., 2013). The major finding in this
review revealed that the interventions within the trials were not well established. The
authors stated prevention interventions, cognitive behavioral therapy programs,
interpersonal psychotherapy, and attachment-based family therapy interventions need
more evaluations (De Silva et al., 2013).
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In this review by Katz and associates (2013), the authors investigated studies
which measured the outcomes attached to suicide prevention interventions. The inclusion
criteria for this systematic review was as follows: the search was limited to solely English
studies, participants had to be children to adolescents (4-18 years old), and the suicide
prevention intervention had to be in a school context. The measurable outcomes
measured at least one of the following: attitudes and knowledge pertaining to suicide,
practical skills, attributes toward behavioral change, and the ability to seek help. The
major findings in the study proved that most of the studies showed results where the
interventions progressed students’ and teacher’s comprehension and viewpoints related to
suicide (Katz et al., 2013). There were only 2 interventions that reduced suicide attempt,
while other interventions improved social skills and changed negative behaviors (Katz
et al., 2013) The measured results, within the last 2 studies, similarly were connected to
the psychological domain of anxiety and the social domain of negative life events as
Pollard and Lee (2003) referenced earlier.
In the review by O’Mara and Lind (2013), the authors investigated studies which
utilized mental health well-being interventions in schools. The authors used 11 databases,
and hand searched 15 journals using an inclusion criteria that included primary to high
school student samples, interventions that focused and measured mental health outcomes
in a classroom setting, studies published from 1998 – 2010, and studies that were
published in English. The major findings in this review revealed that an entire school
approach concentrating on positive mental health initiatives proved to have positive
results (O’Mara and Lind, 2013). A major limitation discussed through this review was
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the notion that many of the studies utilized samples that were inadequate, and the
interventions lacked theoretical frameworks (O’Mara & Lind, 2013).
In the review by Mason-Jones et al. (2012), the authors investigated studies which
observed school-based healthcare (SBHC) associated with adolescent mental health and
well-being. A systematic review of the literature was performed that included studies
between 1990 – 2012, quantitative or qualitative methods that had outcomes that assessed
SBHC involving adolescents in secondary schools and high schools, and studies that
included assessments of health centers (Mason-Jones et al., 2012). The major findings
within this study exposed the fact that there is a scarcity of research involving SBHC and
its effects on adolescent mental health. However, this review revealed the positive benefit
of SBHC and the important mental impacts towards adolescence and cost benefits in
relationship to adolescent health and society as a collective whole (Mason-Jones et al.,
2012). Mason et al. (2012) concluded that stronger and sharper definitions of SBHC are
called for, as more organized research is also urgently needed.
In the review by Farahmand et al. (2012), the authors investigated studies which
measured the effectiveness of mental health and behavioral interventions for low‐income
students. The inclusion criteria for this systematic review included mental and behavioral
well-being interventions for elementary to high school students, studies that were
between 1975-2010, and studies that were published in English (Farahmand et al., 2012).
These findings showed a strong impact to environmental influences, where there were
differing frameworks impacting school vs. community-based interventions. Farahmand et
al. (2012) noted that there was a lack of mental health interventions in a school‐based
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setting that implicated a significant gap in the research field. This systematic study
revealed positive future implications for school‐based mental health intentions
(Farahmand et al., 2012).
In the review by Calear and Christensen (2010), the authors investigated studies
that were prevention programs for depression; depression found in the psychological
domain of negative indication (Pollard and Lee, 2003). The inclusion criteria for this
systematic review were as follows: study participants were between 5 – 19 years old, the
primary goal was to decrease symptoms of depression or establish resilience, the
intervention was set in a school environment, the main outcome measured was
depressive symptomatology, the study utilized foundations is RCT methodology, the
study was peer-reviewed, and it was an English language study (Calear & Christensen,
2010). The authors suggested that future studies grounded in research is essential that
involves the use of attention controls and longitudinal studies that focuses on the
assessment of program leaders (Calear & Christensen, 2010).
In the review by Kavanagh et al. (2009), the authors investigated studies which
measured the inequalities and functioning qualities of mental health in young people, in a
secondary intervention. The inclusion criteria for this study included studies that were
published between 1996 and 2011, the studies were RCT and were primarily focused on
cognitive behavioral interventions, the student samples ranged from 11 to 19 years old,
the studies took place in secondary schools, and the measurable outcomes had at least one
outcome connected to anxiety, depression, and suicide (Kavanagh et al., 2009). The
major finding in this study produced data revealing there was a statistically significant
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decrease post intervention in depression symptoms (SMD -0.21) and there was also a
decrease in anxiety (SMD -0.23) post intervention (Kavanagh et al., 2009), all negative
indicators stated by Pollard and Lee (2003). The authors suggested for future intervention
that leaders and teachers of well-being programs be sufficiently trained and equipped to
offer 10-week universally targeted curricular interventions and to be conscious of the
challenges attached to the social stigma of well-being viewed from a deficit lens
(Kavanagh et al., 2009).
In the review by Kim and Franklin (2009), the authors investigated studies which
observed Solution-Focused Brief Therapy (SFBT) in a school setting from primary to
high school students. This review exclusively focused on issued press studies between
1988 – 2007 that took place in the US. This systematic review also set an inclusion
criteria that included using studies that only implemented experimental designs that
examined the efficacy of SFBT performed in a school environment (Kim & Franklin,
2009). The major findings in this review found SFBT to have positive and significant
results in correlation with at-risk students in association to reducing negative feelings,
coping with challenges, and externalizing social difficulties (Kim & Franklin, 2009),
once again measuring student well-being outcomes through a negative lens (Pollard and
Lee, 2003). This systematic review uncovered data where the use of SFBT might
possibly be used in future studies with students experiencing academic and behavioral
problems (Kim & Franklin, 2009).
In the review by Fothergill et al. (2003), the authors investigated studies which
observed studies that measured the effectiveness of mental health screening performed by
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school nurses for adolescents in schools. The inclusion criteria used in this systematic
review for including studies were as follows: studies were between 1999 to 2000, studies
were in a school setting, and the study had to be in conjunction with a nurse
administering a well-being assessment (Fothergill et al., 2003). The major findings from
this systematic review study did not find any data pertaining to existing screening tools
being utilized by school nurses in correlation to adolescent mental ill-health (Fothergill et
al., 2003), this study also found use in gathering well-being data through negative
indicative assessment (Pollard & Lee, 2003). Therefore, the effectiveness of such
interventions used by school nurses thus could not be evaluated and the aims of the
review were not met.
Extending Past Literature Reviews
Based on these twelve reviews identified by Das et al. (2016), there continues to
be a lack of research on well-being research in the perspective of children (4-12 years
old). Most of the systematic reviews were aimed at adolescence to post-secondary studies
(12 to 24 years old). In the context of education there is a diminutive amount of
interventions developed for children or adolescents in the context of well-being. Schools
have also resisted making well-being a significant component of the curriculum.
Fundamental research studies have proven and validated the positive benefits of wellbeing, but school officials have neglected implementing well-being curriculums into
school agendas. There also is an absence on quality-of-life assessments for children and
adolescents (Eiser & Morse, 2001). Therefore, I will look to fill this gap and conduct a
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review of literature in the purpose of focusing on the segment of students not vastly
represented: K-8 (ages 5-14).
The systematic review executed by Das et al. (2016) also focused on many
negative and deficit indicators (Pollard & Lee, 2003) in reference to student well-being.
Reliance on negative or deficit indicators of well-being fails to capture the positive
potential of the strengths, endowments, and capabilities that can be promoted in children
and adolescents (Pollard & Lee, 2003). In one study, stress and depression were the sole
indicators used to measure adolescent well-being. (McFarlane et al., 1995); while De
Silva and associates (2013) investigated studies which exclusively assessed interventions
that measured suicidal and self-harming behaviors in young people. Well-being, of
course, is more than constantly attempting to monitor the insufficiencies, gaps, or holes in
children and adolescents. In response to this, there has now been a strong campaign to
establish a valid and reliable set of positive indicators that reflect and reveal a child’s
well-being. In this light, I will look to fill this void by investigating articles that focus not
exclusively on negative or deficit indicators in relationship to student well-being.
My literature review. Findings from this review by Das et al. (2016) offer a
springboard in expanding our knowledge and comprehensive understanding around wellbeing in correlation to mental health. Mental health is indeed a vital component of wellbeing; however, I attempted to bring a broader perspective of the different components
that encompass well-being. In the context of education there is a diminutive amount of
interventions developed for children in the context of well-being. There also is a glaring
void of quality-of-life assessments and measurements for children and adolescents (Eiser
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& Morse, 2001). Therefore, this review focused on the population of students Das et al.
(2016) did not investigate, a focus on studies within the K-8 (ages 5-14) range. My
attempts will be to concentrate on the well-being of children and early adolescence due to
the significant physical, emotional, and intellectual difference between students in K-8 as
compared to students in high school. There is also a large assumption that young children
cannot reliably self-report on their well-being, although research has shown that children
as young as five years old can reliably report on their health (Varni et al., 2007).
There also is an increasing need for research and investigation that expands the
comprehension of children well-being beyond a deficit lenses. By examining children's
strengths, endowments, and abilities, the determinants of a positive developmental
trajectory can be established (Pollard & Lee, 2003). Well-being has suggested to generate
outcomes to support different aspects of student lives, such as decreasing symptoms of
depression, increasing social intelligence, higher graduation rates, and lower rates of
involvement with violence and delinquency for children and adolescents (Seligman, et
al., 2009). Pollard and Lee (2003) warn researchers of our instinctual reliance to prioritize
the measurement of negative or deficit well-being indicators over positive ones, that
ultimately fail to capture the positive potential of the strengths, endowments, and
capabilities that can be promoted in children and adolescents (Pollard & Lee, 2003).
Therefore, my literature review investigated studies that have outcomes associated with
quality of life, life satisfaction, well-being, wellness, and mindfulness; as opposed to Das
and colleagues’ (2016) inclusion criteria of eating disorders, anxiety, depression, and
suicidal behaviors. Lastly, my literature review attempted to include the majority of the
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studies between 1988 - 2018, which will also help to expand the field of knowledge in
connection to child and early adolescent well-being.
Table 4
Study Characteristics
Study

Study
Design

N

Grad
e

Length of
interventio
n
9 weeks/
1 lesson
per week/
40–60 min
lesson

Interventio
n
component
Mindfulnes
s
curriculum

Johnson et
al. (2017)

RCT

T191

6,7,8

7

10 weeks/
1 lesson
per week/
50 min
lesson

Life
Satisfaction

A
AC186
C
C178
T-21

Intervention
Outcomes
Depressive Scale,
Eating Disorder
Examination,
Mental Wellbeing Scale,
Inventory of
Well-being for
adolescents
Multidimensional
Life Satisfaction
Scale, Student
Life Satisfaction
Scale, Positive
and Negative
Affect Scale

Roth et al.
(2017)

RCT

Khanna &
Singh
(2016)

QED

T– 95 7
C
C–
82

5 weeks/
1 lesson
per week/
30 min
lesson

Gratitude
Curriculum

Well-being,
Positive and
Negative affect
Scale, Life
Satisfaction
Scale, Gratitude
Scale, and an
Appraisal Scale

SchonertReichl et
al. (2015)

RCT

T–
48

4/5

12 weeks/
1 time per
week/4050 min
lessons

Social
Emotional
Learning
mindfulnes
s

K-5

5 weeks/
3 lessons
per week/
15-min
lessons

Mindfulnes
s
Curriculum

Executive
Functioning,
Hypothalamic
regulation,
Social-emotion,
End of year math
grades
Paying attention,
Self-control,
Participation in
activities, and
Caring and
respect for
others.

C
C-21

C
C–
51

Black &
Fernando
(2014)

RCT

T200
C200
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Description of
Comparison
Conditions
AC- with parent
involvement
BAU for control
group

BAU

Research
implemented
control group,
which attended
neutral sessions
for same
duration of time
used for each
intervention
BAU

BAU

Suldo et al.
(2014)

RCT

Snyder et
al. (2012)

RCT

Omizo et
al.(1992)

QED

T-28

6

10 weeks/
1 lesson
per week/
50-55 min
lesson

Life
Satisfaction

Multidimensional
Life Satisfaction
Scale, Student
Life Satisfaction
Scale, Positive
and Negative
Affect Scale,
Youth Self
Report

BAU

20

K– 6
*
mean
enroll
ment
of
544

Trained
Teacher
chooses
when to
teach
lesson
140
total
lessons/
15 to
20 minute
lesson
10
weeks/1
time per
week/
45 – 60
min
lessons

School
wide allencompassi
ng
curriculum

9 school‐level
indicators that
included: safety
and well‐being;
involvement;
satisfaction;
quality student
support; focus;
standards‐based
learning;
professionalism;
and teamwork.
Stress levels
(Child Anxiety
Scale), Selfesteem (General
Self-esteem
scale), and
Knowledge of
nutrition and
exercise
(Wellness
Knowledge Test)

BAU

p
ublic
eleme
ntary
(10
matc
hed‐
pairs
T
and C

C
C-27

T– 27 5
C
C–
25

Nutrition,
daily
exercise,
and stress
manageme
nt

Due to the fact
that it was not
possible to
randomly assign
participants, 2
classrooms were
used. The
treatment
classroom did
not receive the
interventionBAU

Results
Table 4 provides the study characteristics for the eight studies identified in this
meta-analysis. 8 studies included multiple treatment or multiple comparison conditions
resulting in eight analyzed group comparisons with 38 independent effect sizes. There
were 32 positive well-being outcomes measured that accounted for 32 effect sizes,
respectively, while there were 7 negative well-being outcomes measured and 7 effect
sizes. There was one outcome (Khanna & Singh, 2016) that had a duality of measured
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outcomes, PANAS Positive and Negative Affect Schedule, that also had 1 effect size.
Table 6 simply provides grouped treatment effects.
Table 4 provides the study characteristics for the eight studies identified in this
meta-analysis criteria (Johnson et al., 2017; Roth et al., 2017; Khanna & Singh, 2016;
Schonert-Reichl et al., 2015; Black & Fernando, 2014; Suldo et al., 2014; Snyder et al.,
2012; Omizo et al., 1992). Six out of the eight studies included randomized control trial
designs criteria (Johnson et al., 2017; Roth et al., 2017; Schonert-Reichl et al., 2015;
Black & Fernando, 2014; Suldo et al., 2014; Snyder et al., 2012), while two of the studies
used a quasi-experimental design (Khanna & Singh, 2016; Omizo et al., 1992).
There was a total participation of 1,380 students across the 7 studies, which did
not include the one study that used 20 public elementary schools with a mean enrollment
of 544 students for each school. (10 matched pairs of schools acting as treatment and
control within this study) which accounted for a substantial number of students;
approximately 10,880 students (Snyder et al., 2012). Seven of the eight studies had
distinct and explicit treatment and control groups, while one of the studies had an active
control group in compliment to their control and treatment groups (Johnson et al., 2017).
Six out of the eight studies taught at least 1 lesson per week that ranged from fifteen to
sixty minutes, depending on the lesson (Johnson et al., 2017; Roth et al., 2017; Khanna &
Singh, 2016; Schonert-Reichl et al., 2015; Suldo et al., 2014; Omizo et al., 1992). Two of
the studies taught lessons more than once a week. One study taught their intervention 3
times a week for a total of 5 weeks, each lesson being 15 minutes in length (Black &
Fernando, 2014). Then one study encompassed a total of 140 lessons, that lasted fifteen
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to twenty minutes each lesson, and teachers were allowed to choose when to teach these
lessons (Snyder et al., 2012). All eight studies maintained an intervention plan that
ranged from five to twelve weeks long (Johnson et al., 2017; Roth et al., 2017; Khanna &
Singh, 2016; Schonert-Reichl et al., 2015; Black & Fernando, 2014; Suldo et al., 2014;
Snyder et al., 2012; Omizo et al., 1992).
Across the eight studies, two studies included well-being and academic outcomes
(Schonert-Reichl et al., 2015; Snyder et al., 2012). The other six studies had well-being
outcomes without academic performance outcomes. Five of the eight studies incorporated
negative indicators, such as PANAS-C – Positive and Negative Affect Scale for Children,
DASS – Depression Anxiety Stress Scale, and/or EDE – Eating Disorder Examination,
as part of their total outcome assessment (Johnson et al., 2017; Roth et al., 2017; Khanna
& Singh, 2016; Black & Fernando, 2014; Suldo et al., 2014; Omizo et al., 1992). Lastly
two out of the eight studies nearly had identical outcome measurements, which were:
BMSLSS – Brief Multidimensional Students’ Life Satisfaction Scale; SLSS – Students’
Life Satisfaction Scale; and PANAS-C – Positive and Negative Affect Scale for Children
(Roth et al., 2017; Suldo et al., 2014); Suledo et al. (2014) choose to also include the
measurement of YSR –Youth Self Report as an additional element to their outcome
assessment design.
Four out of the eight studies focused principally on elementary school students
(Schonert-Reichl et al., 2015; Black & Fernando, 2014; Snyder et al., 2012; Omizo et al.,
1992). Schonert-Reichl et al. (2015) conducted their study with 4th to 5th graders, while
Black & Fernando (2014) did their study with K-5. I included Snyder et al. (2012) within
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this classification as they conducted their studies with 20 different K-6 schools; therefore,
a majority of their work was within the elementary school categorization, however, they
merged into early middle school years as well.
Then the other four out of the eight studies included participants in middle school
(Johnson et al., 2017; Roth et al., 2017; Khanna & Singh, 2016; Suldo et al., 2014). Roth
et al. (2017) and Khanna & Singh (2016) focused on 7th grade participants, while one of
the studies focused on 6th, 7th, and 8th grade participants collectively (Johnson et al.,
2017).
Themes
Well-being interventions. All the studies delivered instruction targeting quality of
life, life satisfaction, well-being, wellness, or mindfulness interventions. Schonert-Reichl
et al. (2015) conducted a study that utilized a “MINDUP” curriculum using a social
emotional learning contextual lens. Then in compliment to this study, two other studies
incorporated a mindfulness curriculum to guide their intervention (Johnson et al., 2017;
Black & Fernando, 2014). Khanna & Singh (2016) approached their study with a
gratitude initiative. Roth et al. (2017) as well as Suldo et al. (2014) designed studies that
used a life satisfaction curriculum to guide their studies. Lastly, Snyder et al. (2012) and
Omizo et al. (1992) conducted interventions that used an all-encompassing framework in
relationship to well-being. Omizo et al. (1992) devised a study that focused on the
components of nutrition, daily exercise, and stress management in relationship to wellbeing. While Snyder et al. (2012) composed an intervention that aimed its efforts at
understanding the concepts of well-being, life-satisfaction, teamwork, and conduct.
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Intervention Length
All studies taught at least 1 lesson per week. Lesson lengths ranged from fifteen
to sixty minutes per session and 1 to 3 times per week. Study duration ranged from 5 to
12 weeks (M = 8.71, SD = 2.49). The total hours of instruction ranged from 2.5 to 40.83
(M = 10.92, SD = 11.51). All studies examined ranged in duration from 2.5 to 9 hours,
except 1 study.
Well-Being Outcomes
Table 5
Individual Study Characteristics
Study

Johnson et
al. (2017)
Roth et al.
(2017)
Khanna &
Singh
(2016)

SchonertReichl et
al. (2015)

Black &
Fernando
(2014)
Suldo et al.
(2014)
Snyder et
al. (2012)

Omizo et
al.(1992)

Interventio
n
component
s
Mindfulne
ss
curriculum
Life
Satisfactio
n
Gratitude
Curriculu
m

Social
Emotional
Learning
mindfulnes
s
Mindfulne
ss
Curriculu
m
Life
Satisfactio
n
9 school‐
level
indicators
Stress
levels

Well- Being Outcome(s)
and Effect Size

Effect sizes across the variables (0.002 to 0.37)

Life satisfaction (0.53), Positive affect (0.76), Negative affect (0.48),
Internalizing problems (0.37), Externalizing problems (.37)
Emotional well-being (.01), Social well-being (.02), Psychological well-being
(.07), Total Mental Health Continuum-Total score (.05), PANAS Positive and
Negative Affect Schedule (.04), Gratitude Adjective Checklist (.05), SPANE
Scale of Positive Experience (.06), SPANE Scale of Negative Experience
(.01), SPANE Balance (.03), Life satisfaction (.10)
Social, Emotional, and Behavioral outcomes (.55). End of the Year Math
Grades (.38)

Paying attention (.42), Self-control (.34), Participation in activities (.28), and
Caring and Respect for Others (.25), and
Total Sum Score of the Participants (.50)
Life satisfaction (.20), Positive Affect (.15), and Negative Affect (.01)
School‐quality composite score (1.31), Student Safety and Well-Being (1.17),
Involvement (1.45), Satisfaction (.53), Quality Student Support (1.21),
Focused and Sustained Action (.65), Standards‐Based Learning (.80),
Professionalism and System Capacity (1.54), Coordinated Teamwork (1.64)
General Self-Esteem (.37), Anxiety (.10), and Wellness (.44)

Table 6
Grouped Treatment Effects
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WellBeing
Outcomes
Life
Satisfactio
n
Positive
Affect
Mindfulne
ss
Mindfulne
ss
(Positive
Outcomes)
Overall
Wellbeing
(Negative
Outcomes)
9 SchoolLevel
Indicators

Effect
Size
Range
.10
-.53

Number of Studies

3 - Roth et al. (2017), Khanna & Singh (2016), & Suldo et al.
(2014)

.01
- .48
.50
-.55
.02
-.37

2 - Roth et al. (2017) & Suldo et al. (2014)

.05
- .44

2- Khanna & Singh (2016) & Omizo et al. (1992)

.53
– 1.64

1 - Snyder et al. (2012)

2 - Schonert-Reichl et al. (2015) & Black & Fernando (2014)
1 - Johnson et al. (2017)

Life Satisfaction. Roth et al. (2017), through a randomized controlled trial
intervention, aimed to measure life satisfaction. The study conducted by Roth et al.
(2017) was one utilizing seventh-grade student participants (N=42), where they were
randomly designated to the positive psychology intervention (PPI) treatment group or to
the control group. The results revealed that the students who received the PPI showed
significant improvements in all the components of the measured subjective well-being
components, which was measured in effects size life satisfaction (0.53), positive affect
(0.76), along with measured negative affect (0.48), and lastly measured internalizing
problems (0.37) and externalizing problems (.37) (Roth et al., 2017).
A randomized controlled study was orchestrated by Suldo et al. (2014) in
relationship to a 10-week wellness-promotion intervention done with 6th graders, (N=55)
who were 10–12 years old, (M=11.43 years old , SD = .55). Results revealed through
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effect size analysis: life satisfaction (.20), positive affect (.15), and negative affect (.01)
(Suldo et al., 2014).
Mindfulness. Schonert-Reichl et al. (2015) composed a randomized controlled
design study with 4th and 5th graders (n=99) with the Treatment = 48 (M=10.16, SD.52)
and BAU=51 (M=10.31, SD=.52) using a MindUP intervention that measured EFs, HPA
regulation, social-emotional competence, and end of year math grades. The average effect
size of the social, emotional, and behavioral outcomes in the present study was (.55). The
effect size in relationship to end of the year math grades in this study was (.38)
(Schonert-Reichl et al., 2015).
Black & Fernando (2014) measured in conjunction to mindfulness, components of
life such as: paying attention (.42), self-control (.34), participation in activities (.28), and
caring and respect for others (.25) within a K-5 school setting based on a 5-week
intervention. The study also administered the total sum score of the participants in the
study which revealed an effect size of (.50) (Black & Fernando, 2014).
Johnson et al. (2017) used the measurement tools of DASS – Depression
Anxiety Stress Scale and EDE – Eating Disorder Examination in conjunction with
WEMWBS – Warwick-Edinburgh Mental Wellbeing Scale and CHIME-A –
Comprehensive Inventory of Mindfulness Experiences of Adolescents . This study was a
randomized controlled trial that attempted to look at a mindfulness curriculum in 6th, 7th,
and 8th grade students (T=191, AC=186, C=178), with the mean age of the 555 students:
M= 13.44 years old (Johnson et al., (2017). This study measured outcomes associated
with well-being, anxiety, perception of body weight, and depression. There were not any
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statistically significant outcomes within any of the three groups at post-intervention, sixor twelve-month time frames; the between-group effect sizes across the variables ranged
from ( 0.002 to 0.37) (Johnson et al., (2017).
Gratitude Curriculum. Khanna & Singh (2016) implemented a quasiexperimental design managing 7th grade participants, who were 11 to 14 years (M= 12.29
years old, SD = 0.67) from four different classrooms in two separate schools, in
relationship to the impact of a gratitude intervention on adolescents' well-being. This
study used gratitude as it’s motivating influence in connection to measuring emotional
well-being (.01), social well-being (.02), psychological well-being (.07), Total Mental
Health Continuum-Total score (.05), PANAS Positive and Negative Affect Schedule
(.04), Gratitude Adjective Checklist (.05), SPANE Scale of Positive Experience (.06),
SPANE Scale of Negative Experience (.01), SPANE Balance (.03), life satisfaction (.10)
(Khanna & Singh, 2016).
Omizo et al. (1992) led a quasi-experimental design with 5th graders (N=62) in
two classrooms (M=10.4 years old years old) reinforced the beneficial use of a well-being
classroom curriculum in a school setting. The curriculum involved the components of
general self-esteem (.37), anxiety (.10), and wellness (.44) (Omizo et al., 1992).
This previous study documented by Omizo and colleagues (1992) was similar to
the study done by Snyder et al. (2012), where they aimed to measure 9 school‐level
indicators that included: safety and well‐being; involvement; satisfaction; quality student
support; focus; standards‐based learning; professionalism; and teamwork using a school
wide intervention. This K-6 study conducted an investigation with 20 public elementary,
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where the mean enrollment: was 544 students. The student reported data included (effect
sizes): school‐quality composite score (1.31), student safety and well-being (1.17),
involvement (1.45), satisfaction (.53), quality student support (1.21), focused and
sustained action (.65), standards‐based learning (.80), professionalism and system
capacity (1.54), and coordinated teamwork (1.64) (Snyder et al., 2012).
Grouped Treatment Effects. Three studies (Roth et al., 2017, Khanna & Singh,
2016, & Suldo et al., 2014) looked at life satisfaction outcomes. These studies looked at
life satisfaction with effect sizes ranging from .10 to .53. Then two studies (Roth et al.,
2017 & Suldo et al., 2014) looked at positive affect with effect sizes ranging from .15 to
.76 and negative affect with effect sizes ranging from .01 to .48.
Two studies (Schonert-Reichl et al., 2015 & Black & Fernando, 2014) both
looked at mindfulness outcomes in the perspective to social, emotional, and behavioral
outcomes with effect sizes ranging from .50 to .55. One mindfulness study examined
negative outcomes, anxiety, perception of body weight, and depression, effect sizes that
ranged from 0.02 to 0.37 (Johnson et al., (2017).
Two studies (Khanna & Singh, 2016 & Omizo et al., 1992) looked at overall wellbeing with effect sizes ranging from .05 to .44. One study examined nine school‐level
indicators with effect sizes ranging from .53 to 1.64.
Literature Review Discussion
Major Findings
The findings pertaining to the eight studies identified key discoveries pertaining
to my literature review purpose statements: (1) What well-being interventions are present
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in the literature? (2) What are the impacts of these interventions on student well-being or
academic outcomes? These articles certainly found pertinent answers and results
pertaining to these questions. The 8 studies that were researched (Johnson et al., 2017;
Roth et al., 2017; Khanna & Singh, 2016; Schonert-Reichl et al., 2015; Black &
Fernando, 2014; Suldo et al., 2014; Snyder et al., 2012; Omizo et al., 1992) all met the
inclusion criteria of possessing a well-being intervention within their study. Then all 8
studies (Johnson et al., 2017; Roth et al., 2017; Khanna & Singh, 2016; Schonert-Reichl
et al., 2015; Black & Fernando, 2014; Suldo et al., 2014; Snyder et al., 2012; Omizo et
al., 1992) had a student well-being or academic outcome that derived from the
intervention utilized within the study.
In acknowledgement to the first part of my literature review purpose statement:
(1) What well-being interventions are present in the literature? All eight of the studies
exhibited an intervention phase in their research (Johnson et al., 2017; Roth et al., 2017;
Khanna & Singh, 2016; Schonert-Reichl et al., 2015; Black & Fernando, 2014; Suldo et
al., 2014; Snyder et al., 2012; Omizo et al., 1992). The interventions were of differing
length and degree. Each of these studies taught at least 1 lesson per week that ranged
from fifteen to sixty minutes, depending on the different number of weeks ranging from 5
to 12 weeks: the hours of instruction (M = 10.92, SD = 11.51).
Four out of the eight studies focused principally on elementary school students
(Schonert-Reichl et al., 2015; Black & Fernando, 2014; Snyder et al., 2012; Omizo et al.
(1992). Schonert-Reichl et al. (2015) conducted their study with 4th to 5th graders, while
Black & Fernando (2014) did their study with K-5. I included Snyder et al. (2012) within
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this classification as they conducted their studies with 20 different K-6 schools; therefore,
a majority of their work was within the elementary school categorization, however, they
merged into early middle school years as well. Then Four out of the eight studies
included participants in middle school (Johnson et al., 2017; Roth et al., 2017; Khanna &
Singh, 2016; Suldo et al., 2014). Roth et al. (2017) and Khanna & Singh (2016) focused
on 7th grade participants, while one of the studies focused on 6th, 7th, and 8th grade
participants collectively (Johnson et al., 2017).
Then in acknowledgement to the second part of my literature review purpose
statement: What are the impacts of these interventions on student well-being or academic
outcomes? Within the eight studies, it was identified that two of the studies had the joint
combination of well-being and academic outcomes (Schonert-Reichl et al., 2015; Snyder
et al., 2012;), while the other six studies had only well-being (without academic
performance) outcomes. Five of the eight studies incorporated negative indicators as part
of their total outcome assessment (Johnson et al., 2017; Roth et al., 2017; Khanna &
Singh, 2016; Black & Fernando, 2014; Suldo et al., 2014; Omizo et al., 1992). Lastly two
out of the eight studies, almost had identical outcome measurements (Roth et al., 2017;
Suldo et al., 2014).
Schonert-Reichl et al. (2015) composed a randomized controlled design study
with 4th and 5th. They found that a SEL curriculum impacted students in a statistically
significant way pertaining to executive functioning, cortisol levels, self-reported degrees
of well-being, and recounted prosocial behavior, as well as math scores (Schonert-Reichl
et al., 2015).
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A K-5 study administered by Black & Fernando (2014) showed results, based on
the impact of a 5-week mindfulness-based curriculum; results discussed findings that
disclosed improved classroom behavior of students (i.e., focus, self-monitoring, executive
functioning, actively engaging in classroom activities, and compassion) that continued for
up to 7 weeks after the intervention.
Snyder et al. (2012) conducted a study with K-6 grade participants to find results
where treatment schools exhibited significantly improved school quality compared to
control schools using an intervention curriculum based on 9 indicators of well-being.
Omizo et al. (1992) led a quasi-experimental design with 5th graders that showed the
treatment group had significantly more advanced development with their measured selfesteem, intellectual comprehension of the wellness content, and application of the
material compared to the control group using a wellness curriculum intervention (Omizo
et al., 1992).
One quasi-experimental study with 7th grade participants found that there were
significant intervention effects on mental and emotional well-being, positive indicators,
gratitude compositions, and life satisfaction measurements for the treatment group of
North Indian adolescents (Khanna & Singh, 2016). Then a randomized controlled study
was orchestrated by Suldo et al. (2014) in relationship to a 10-week wellness-promotion
intervention done with 6th graders, revealed that the measured life satisfaction of students
within the treatment sample increased notably, while the control sample, in comparison,
declined during the observed time span in the study (Suldo et al., 2014).
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The study conducted by Roth et al. (2017) was one utilizing seventh-grade student
participants using a positive psychology intervention (PPI) treatment group. This study
found that the students who received the PPI showed significant improvements in all the
components of the measured subjective well-being components, which measured positive
affect, along with measured negative affect, and lastly measured life-satisfaction (Roth et
al., 2017). The study organized by Johnson et al. (2017) utilized a randomized controlled
trial that attempted to look at a mindfulness curriculum in 6th, 7th, and 8th grade students,
a study that measured outcomes associated with well-being, anxiety, perception of body
weight, and depression. The outcomes showed there was not significant differences
among the treatment, active control, and control groups (Johnson et al., 2017).
Interpreting the Major Findings. The findings pertaining to the eight studies
allowed for great parallels to be made in assertion to my literature review purpose
statements: (1) What well-being interventions are present in the literature? (2) What are
the impacts of these interventions on student well-being or academic outcomes? The 8
studies that were researched (Johnson et al., 2017; Roth et al., 2017; Khanna & Singh,
2016; Schonert-Reichl et al., 2015; Black & Fernando, 2014; Suldo et al., 2014; Snyder
et al., 2012; Omizo et al., 1992) all met the inclusion criteria of possessing a well-being
intervention within their study. All eight of the studies exhibited an intervention phase in
their research (Johnson et al., 2017; Roth et al., 2017; Khanna & Singh, 2016; SchonertReichl et al., 2015; Black & Fernando, 2014; Suldo et al., 2014; Snyder et al., 2012;
Omizo et al., 1992). The interventions were of differing length and degree. Each of these
studies taught at least 1 lesson per week that ranged from fifteen to sixty minutes,
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depending on the different number of weeks ranging from 5 to 12 weeks: the hours of
instruction (M = 10.92, SD = 11.51). Schonert-Reichl et al. (2015) composed a
randomized controlled design study with 4th and 5th participants that found a mindful
curriculum caused students to be more consciously aware of their actions, their biological
reaction to school, self-reflection to well-being, broadening their social skills, and
performing better on their math scores.
Black & Fernando (2014) conducted a study that revealed results regarding a
curriculum where the treatment group demonstrated better, conscious, and more
improved classroom behavior in application to their studies and classmates. Snyder et al.
(2012) did a study with K-6 grade participants where the researchers looked at well-being
through a larger lens that focused on entire schools. They found that treatments with
schools exhibited significantly improved school quality compared to control schools
using an intervention with 9 different components of well-being. Omizo et al. (1992) then
led a quasi-experimental design with 5th graders that reinforced the use of well-being in
the classroom with students.
One quasi-experimental study with 7th grade participants found that there were
significant intervention effects well-being in India through the context of gratitude.
(Khanna & Singh, 2016). Suldo et al. (2014) exposed the notion that measuring life
satisfaction of students within a treatment sample can increase considerably compared to
a control sample. Roth et al. (2017) found that the students who received positive
psychological intervention showed significant improvements in all the components of the
measured subjective well-being of the study.
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Generalizability. The 8 studies that were researched (Johnson et al., 2017; Roth et
al., 2017; Khanna & Sing, 2016; Schonert-Reichl et al., 2015; Black & Fernando, 2014;
Suldo et al., 2014; Snyder et al., 2012; Omizo et al., 1992) all had great application and
purpose connected to a real-life context.
The Johnson et al. (2017) study used a RCT design, was able to utilize a large
sample using the method of an a priori power calculation, and also maintained what was
to date the longest follow-up phase of study in a well-being study. Johnson et al. (2017)
also found that the use of the same facilitator for all lessons was an asset with the
consistency of method and practice, as well as a limitation due to the generalizability of
the findings.
The study orchestrated by Roth and associates (2017) came away with the
assertion that schools should routinely screen student’ SWB using standardized
procedures similar to those used for screening scholastic and behavioral concerns. Then
the researchers reinforced this recommendation with small group interventional support
in the form of PPIs to students in need of SWB (Roth et al., 2017).
The practical implications signified through Khanna & Singh’s study (2016)
demonstrated the power of gratitude in the context of reciprocity and how this may also
lead to the 'continued reciprocity'; encouraging impacted individuals to be greatly
motivated to be proactive and compassionate towards other peoplee.
The broad results pertaining to the study run by Schonert-Reichl et al. (2015)
revealed results that were greatly aligned with other studies done in the field of
implementing SEL interventions. Referencing a meta-analysis of 213 interventions that
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used SEL programs (N= 270,034 students ranging from kindergarten through high
school) with an effect size of .31 (Schonert-Reichl et al., 2015). The study conducted by
Schonert-Reichl et al. (2015) had an average effect size in regard to social, emotional,
and behavioral results to be .55.; the researchers also stated that well-being practices
certainly have a place in the classroom due to observed and calculated impact.
Black & Fernando (2014) described within their study, which was the largest
mindfulness intervention trial for children at the time of their publication, that student
achievement occurs ideally in a “non-disruptive classroom”; where teachers can teach in
a controlled space and not be put under a great deal of anxiety and stress. The researcher
made the argument that mindfulness-based interventions benefit the teachers just as much
as the students.
The focused life satisfaction component of well-being analyzed through Suldo
and contemporaries (2014) observed participants through the contextual transition to
middle school. This study brought to light the educational, communal, emotional, and
behavioral difficulties from the standpoint that the intervention group adjusted easier and
faster than the control group; however, participants in the control group experienced
similar gains over the second half of the school calendar, suggesting that without wellbeing interventional support students struggle to settle into middle school (Suldo et al.,
2014).
A study conducted by Snyder et al. (2012) found that their research signified large
effect sizes specific to well-being scores which were connected to numerous different
components of well-being, in purpose to build participant consciousness, comprehension,
60

and conduct in relationship to many other dimensions of their life (Snyder et al., 2012).
Whereas Omizo et al. (1992) established from their study that the use of classroom
guidance activities has great benefit in promoting well-being amidst elementary school
children.
Implications for Future Research and Practice
Although there were opportunistic findings and results based on the eight studies
identified (Johnson et al., 2017; Roth et al., 2017; Khanna & Singh, 2016; SchonertReichl et al., 2015; Black & Fernando, 2014; Suldo et al., 2014; Snyder et al., 2012;
Omizo et al., 1992) there are opportunities for future research. Roth and associates (2017)
remark that further studies are needed to investigate the ideal age, curriculum, and
duration of interventions for adolescents. Along those same lines, Khanna and Singh
(2016) suggest studies could attempt to focus on more diverse sample of participants,
while studying different age groups (elementary school and older adolescents) and using
larger samples of students to add more power to the psychometric scales utilized (Khanna
& Singh, 2016). Expanding off of these notions, researchers also expressed the desire to
re-administer their current research with a larger and more diverse sample size (Suldo et
al., 2014).
One study commented on the possible presence of bias in studies, where future
studies might add “blind” observers to the intervention to hopefully illicit a more
objective measure to the data received (Schonert-Reichl et al., 2015). These same
researchers commented that it would also be essential to implement studies that have a
strong developmental theory foundation.
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What is Needed in the Field?
School Setting Practicality
In the context of education there is still a diminutive amount of interventions
developed for children or adolescents in the context of well-being. Schools have also
resisted making well-being a significant component of the curriculum. Therefore, my
intervention would hope to demonstrate the practical and streamlined approach to
implementing a well-being curriculum in compliment to the core subject matter of
schools. Prominent researchers expressed that a great need in the field would be creating
interventions that are both applicable as they are resourceful in the purpose of
establishing a utility in practical school settings (Johnson et al., 2017). Fundamental
research studies have proven and validated the positive benefits of well-being, but school
officials have neglected implementing well-being curriculums into school agendas;
possibly based on the assumption that well-being curriculum is not available or that it is
difficult to implement.
Negative Indicators Still Relied Upon. The systematic review executed by Das
et al. (2016) focused on many negative and deficit indicators (Pollard & Lee, 2003) in
reference to student well-being. Reliance on negative or deficit indicators of well-being
fails to capture the positive potential of the strengths, endowments, and capabilities that
can be promoted in children and adolescents (Pollard & Lee, 2003). Then to further
compound this void in the field, five of the eight studies incorporated negative indicators
as part of their total outcome assessment (Johnson et al., 2017; Roth et al., 2017; Khanna
& Singh, 2016; Black & Fernando, 2014; Suldo et al., 2014; Omizo et al., 1992). Well62

being, of course, is more than constantly attempting to monitor the insufficiencies, gaps,
or holes in children and adolescents.
Low Numbers. Snyder and colleagues (2012) depicted their limitations in the
assessment of having a limited number of participants. The researchers communicated
that only 20 schools participated in the study. Then in light of their diminished figures the
studies possessed a limited number of observations that were generated for their growth
curve models (Snyder et al., 2012). The study directed by Suldo and associates also
echoed the same sentiments that there was a low internal consistency of one of their
measures and a reduced power that was suffered at the hands of a small sample size
(Suldo et al., 2014). Omizo et al. (1992) then alluded to this limitation in the regard that a
segment of their sample was not randomized due to a small sample size, therefore
generalizing their finding was not possible. Then these limitations in size still continues
to highlight that there is still an absence on quality-of-life assessments for children and
adolescents (Eiser & Morse, 2001).
Outcomes That Pose Greater Breadth and Variety. Researchers found that a
gap in the research existed where studies could begin to investigate how specific
interventions impact supplementary student outcomes, such as social affairs and scholarly
success. Johnson et al. (2017) called attention to multifaceted interventions that attempt
to find results with participants of different age brackets, such as elementary or high
school learners, to pinpoint an exact range of developmental associations for specific
components pertaining to specifically designed curriculum.
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Measurement and Reliability. Johnson et al. (2017) cite that one of the
limitations from their study included indirect measures of reliability and proficiency,
which did not allow evaluation of the facilitator. Roth et al. (2017) also found that their
study was limited by several design characteristics, which included limited power (d 0.5)
due to the small sample size (n =21/condition); which also hindered their ability of
random sampling during their design. This limitation was somewhat similar to the
investigation led by Khanna & Singh (2016) where their study sample consisted of a
restricted demographic group of Indian adolescents.
Conclusion
These eight studies established a solid and relevant beginning point for the
literature review statement purposes: (1) What well-being interventions are present in the
literature? (2) What are the impacts of these interventions on student well-being or
academic outcomes? Certainly, well-being interventions have a place in our classroom
and in general, our society. Suldo et al. (2014) expressed the intention to develop
interventions that nurture and promote subjective well-being. While in compliment to
these sentiments, it is vital according to Khanna & Singh (2016) that one of the first steps
all civilizations should take in the purpose of developing more grateful nations is the
integration of gratitude curricula in schools. We as a society need to embrace the changes
around us and evolve to suit the basic needs and attributes of our collective identities.
The findings demonstrate that giving children mindfulness attention training in
combination with opportunities to practice optimism, gratitude, perspectivetaking, and kindness to others can not only improve cognitive skills but also lead
to significant increases in social and emotional competence and well-being in the
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real-world setting of regular elementary classrooms. (Schonert-Reichl et al., 2015,
p.63)
Well-being also has a place for students of all backgrounds. Black & Fernando (2014)
support this notion when they state that well-being interventions also assist and support
behavioral dispositions for diverse and socio-economically challenged school children,
which therefore enhances the overall classroom learning experience. However, these
interventions are suggested not to be just “flashes in the pan”, rather Snyder et al. (2012)
advise,
Furthermore, given the intensive nature of the intervention in the current study,
the research suggests that programs should be long‐lasting and comprehensive,
involving all stakeholders including school leaders, teachers, students, families,
and communities. (Snyder et al., 2012, para. 1)
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Chapter Three
Methods
Anticipating adding something new to the field, I devised a research study that
tapped into the vacancies of youth well-being. My proposed study built off the
substantial research done in the field by creating a well-being curriculum that was
informed and guided significantly by the previous work done in the field. In this
study, I investigated a well-being educational curriculum through the use of a specific
well-being curricular intervention with six 6th grade student participants.
Educational Criticism and Connoisseurship
The qualitative method used for this study is educational criticism and
connoisseurship. This method, highly influenced by the arts and humanities, is a
qualitative approach that uses description, interpretation, evaluation, and thematics.
Its overarching goal is to seek improvement in society (Uhrmacher et al., 2017).
Briefly, a connoisseur is someone who has an appreciation for and a depth of
knowledge about some aspect of the world. Connoisseurship essentially is a personal
experience everyone engages in where the process entails using one’s senses to
appropriately create distinctions of purposeful accord. Connoisseurship is the “art of
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appreciation”. Its purpose and function come to light when an individual discovers
that “as we develop our sensibilities, we soon discover that we know more than
many” (Uhrmacher et al., 2017, p.2).
Educational criticism essentially is the “art of disclosing”. In this research
method, one uses criticism to disclose what one has learned through connoisseurship.
One goal of criticism is to reeducate our perceptions of the object under study
(Uhrmacher et al., 2017). The four dimensions by which criticism is often structured
include: description, interpretation, evaluation, and thematics.
Description. Description is the attempt to bring to life an experience of
research for the reader (Flinders & Eisner, 1994). The goal is to help the reader feel
that he or she is at the setting. What does one see? What does one feel? What does
one taste? What does one smell? What does one hear; all sensorial connections that
the researcher can bring to life through prose. In this specific method, I looked to
describe the overall experience of childhood well-being eloquently and articulately
through sensorial references.
Interpretation. Flinders & Eisner (1994) made the declarative statement,
“Critics not only sense the world, but they also make sense of it” (p. 348). It was
imperative for me, as the researcher, to come to know, understand, and perceive why
events encountered occurred. In short, the researcher’s goal here is make sense of
what one has described.
Evaluation. The evaluation of what is portrayed and depicted was central to
the foundational value of educational criticism within my study. The evaluative
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element is to push interpretations and ask questions such as: does one want more of
this or less? What should be done about what one has described and interpreted?
Thematics. Eisner (1998) declared that this approach is attempting to identify
the underlying and consistent meaning that permeate the setting; much like a rich
literacy masterpiece, where the reader is constantly exposed to powerful and
influential themes throughout their reading experience. Thematics, in the method of
criticism and connoisseurship, is the equivalent of generalization in other types of
research. But the critic does not generalize. The critic puts forward themes to which
the reader can decide whether such themes make sense for his or her setting.
Research Questions
•

What are the intentions of the A. B.A.L.A.N.C.E. curriculum designer
when actually implementing the curriculum?

•

What does A. B.A.L.A.N.C.E. look like in practice, through an
operational lens, when implemented by an interventionist (myself), in a
Zoom setting?

•

What is the significance of the intentions, operations, and received
curriculum for the student participants in this interventional research
study?

•

What is the significance of the intentional and operational curriculum for
the students in this general?
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Research Study
Recruitment of participants for this study commenced as follows:
Coordinator
An organizer from a summer camp agreed to be the liaison between myself
and the participants I would potentially be recruiting. I communicated to this
individual, in detail, about my qualitative study and the criteria requirements. This
coordinator served as a pivotal support in the recruitment process of the student
participants. Due to the fact that this coordinator knew, not only the families of the
participants, but also the parent and participants themselves, they served as a pivotal
link between myself and the potential participants within this study.
Recruitment
The site coordinator at the camp, served as the site coordinator and assisted in
recruiting the 6th grade participants willing to participate in this study. The
recruitment and evaluation for the six 6th grade participants took into consideration
certain criteria:
•

All of the participants had to be in 6th grade (11-12 years old).

•

There was an attempt to interview students of varying ethnicities (African

American, Hispanic, Caucasian, American Indian Asian, Native Hawaiian or other
Pacific Islander, or other)
•

There was an attempt to have equal gender distribution (3 boy and 3 girl

participants).
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•

Health status for each participant had to be in good/satisfactory condition in

order to perform the 10-lesson intervention over a span of 2 weeks.
•

The coordinator also asked the parents a set of guiding questions (See

Appendix G) to see if the students will be capable in joining the interventional study.
The site coordinator contacted potential families with a 6th grade student
through emails, phone calls, and/or in person. She was very familiar with the families
and their situations. Therefore, she was able to reach out to several families who she
felt would be able to potentially be part of the study.
Incentive
The process of recruitment was viewed as a very important step in the
research phase. To prevent drop out and to promote commitment from all parties, the
incentives for the families of the participating 6th grade student were: a well-being
curriculum for their child for two weeks, a free well-being book, as well as a $50 Visa
gift card. These incentives were clearly communicated to the student participant
families before the research study began. I also communicated to all the participants
that their commitment was critical to the success of this intervention. I asked all the
participants to communicate in advance if they foresaw being absent or tardy for any
of the lessons. All attendance was documented each day and communicated
thoroughly in my data analysis report.
Consent Forms
Before the research study commenced, I offered parent and child
assent/consent forms for ethical protocol in accordance with the IRB to all the
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participants. After getting IRB approval, I followed the step by step procedures
outlined in my proposal to maintain a logical and ethical study.
Curriculum Schedule
The curriculum intervention took place once a day, for a total of 10 days, over
a two-week span (Monday thru Friday) for 60 minutes each day (600 minutes total).
The first week entailed the interventionist, myself, introducing the theories behind the
curriculum. Then each week, I covered different components in the well-being
curriculum with the student participants. The curriculum was in the form of an
interactive workbook that gave students the opportunity to write stories, draw, move,
team-build, compose poetry, do yoga, meditate, and do other stimulating activities.
Then on the last day, I reviewed all the concepts of the well-being curriculum with
the students. Then through this research study, my method of interpretation and
collection was grounded in the educational criticism and connoisseurship method.
Such a method allowed me a purposeful and grounded platform to add to the field of
well-being. The overall aim in educational criticism and connoisseurship was to seek
improvement in the real world.
Research Question 1
What are the intentions of the A. B.A.L.A.N.C.E. curriculum designer when
actually implementing the curriculum? The researcher (myself) wrote in my field
journal my intentions before each lesson based on a series of prompted questions (see
Appendix E) and the researcher (myself) also stated in my field journal my reflections
after each lesson based on a series of prompted questions (see Appendix F). The data
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was analyzed, transcribed, and thematically interpreted. I used the analysis
recommendation from Using Educational Criticism and Connoisseurship for
Qualitative Research (Uhrmacher et. al, 2017) to name and label types of data and
ideas as they were collected. This allowed for a vision of emergent patterns to come
through.
Research Question 2
What does A. B.A.L.A.N.C.E. look like in practice, through an operational
lens, when implemented by an interventionist (myself), in a Zoom setting? To begin
to answer this question formal fidelity checklists were developed for each class lesson
(See Appendix C). I explored the fidelity of the well-being intervention and
instructional methods of each actual lesson, step by step, in comparison to the
corresponding original lesson plans (Konstantinos et al., 2007). I also observed the
multiple interactions between the students and myself amidst the implementation of
the curriculum. Before, during, and after each lesson I wrote in my field journal
detailing specific descriptions of the lessons, the student participants, and the overall
interventional experience. I also collected artifacts and used the methodology of
consensual validation. Lastly, all the students were also interviewed after each lesson
in a focused group setting (see Appendix D) where I asked them scripted questions
and recorded their answers.
Observations
Through my observations, I paid specific attention to how the students
grasped the intended goals of the curriculum, especially referencing their A.
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B.A.L.A.N.C.E workbooks in attempts to monitor their daily progress. I also paid
specific attention to how effective I implemented the curriculum and lesson plans
based on fidelity check lists tied into the daily lesson plans.
Artifacts
My approach was grounded in collecting student work during the intervention.
During the 10-lesson intervention, students completed daily assignments and projects
in their A. B.A.L.A.N.C.E. workbooks. Document collection and analysis was
paramount in attempting to orchestrate a successful qualitative research study
(Bowen, 2009). As the researcher, I looked to collect legible manuscripts, materials
from organizational records, individual diaries, correspondences, letters, artistic
reproductions, photographs, and written answers to open-ended questions (Yüksel,
2010).
Implementation of the Curriculum
I followed a detailed set of lessons plans (See Appendix B) in alignment with
all the objectives involved within the intervention, and there was a set of fidelity
checklists attached to each lesson plan (See Appendix C), that I filled out during and
after each lesson.
Fidelity Checklists
In ambition to carry out a credible and ethical study, I meticulously designed
lesson plans with checklists rooted in a high-fidelity framework (Kern et al., 2011).
This research question ultimately corresponded to justifying that the intervention was
implemented with high fidelity (Kern et al., 2011). It has been noted within the well73

being field of research that intervention research studies often do not include an
appraisal of curricular integrity (Power et al., 2005). However, this study was aligned
in the implementation of ethical and accountable techniques and methods. Formal
fidelity checklists were built into this research study complimentary to Kern and
colleagues’ (2011) approach to optimizing a studies’ integrity. Formal fidelity
checklists were developed for each class lesson (See Appendix C) within the
intervention to facilitate and regulate whether fundamental features of the
intervention were implemented precisely (Kern et al., 2011).
During the curriculum implementation, a carefully documented set of lessons
plans were outlined and prescribed for the 10 wellness classes. Fidelity checklists
were conducted in each of the 10 class lessons (See Appendix C); where after each
class the chief investigator filled out if that lesson was performed as initially intended
based on the detailed instructions and procedures. As the chief researcher in this
research study, I explicitly took carefully aligned steps in achieving a study
performing at a high level of integrity.
Interviews
At the end of each lesson, participants were asked how the overall lesson
went. For the purpose of further attempting to discover the relationship and
association between the intentional curriculum and the operational curriculum a group
of students were asked a series of the same scripted questions (see Appendix D). In
complement to this, when follow up questions provided the opportunity to probe
deeper I did so and recorded both the probing questions and answers. The questions
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were guided by Irving Seidman’s (2006) interviewing manual. Seidman’s (2006)
method combined life-history interviewing and comprehensive interviewing.
Therefore, I used primarily open-ended questions with the purpose of the participant
reconstructing their experience within the topic of study (Seidman, 2006).
Seidman (2006) advised during the interview to follow informed protocol in
attempts to maximize the potential of finding purposeful and contextual meaning.
Some of these techniques included: listening more and talking less, asking the
participant to reconstruct and not remember, keeping the participant focused,
exploring laughter, and tolerating silence (2006); all techniques that I utilized during
the study.
Research Question 3
What is the significance of the intentions, operations, and received curriculum
for the student participants in this interventional research study? For this question, I
used, evaluated, and interpreted the themes I found by answering question 1 and 2
and tied those same themes back into the literature. Ultimately, the significance of the
intentional, operational, and received curriculum were the observed conditions that
were created for the students to learn the well-being concepts.
I assessed the data I attained from research question 3 and attached what I
found using the analytical framework: The Ecology of the School (Eisner, 1998)
which was used to analyze the data in correspondence to the Instructional Arc: the
intentional and operational facets of the curriculum (Eisner, 1991). The intentional
guides for research question 3 are located in Appendix H and Appendix I.
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Created Conditions for Experiences
The curriculum created conditions for the students to have particular
experiences. As the primary researcher within this study, one of foundational goals
designing this curricular intervention was to create conditions for the students to learn
pivotal components of well-being. However, it was imperative to comprehend that
directly tied to each student’s learning existed a fascinating process where their
learning was strongly interconnected to their own organic, unique, and personal
experiences within the intervention. Therefore, the process of creating this well-being
curriculum was essentially made with the purpose of providing specific conditions for
students to have experiences.
The educational theorist John Dewey made the claim that teachers bestow
conditions onto students for the purpose of having educational experiences. Dewey
(1934) further explains that experiences encompass the sequential pattern of what
transpires beforehand and then afterward; essentially claiming that all experiences
have a commencement phase, a midpoint phase, and a concluding phase. My aim in
this study was to explore and examine the well-being conditions using the well-being
curriculum for students to have specific experiences with well-being.
Created Conditions That had Purpose
This intervention was conducted by myself, the curriculum designer, who
gave the intervention to six 6th grade students in the purpose of observing how my
intentions were linked to the operational and received proficiencies when delivering a
well-being curriculum in an after-school simulated setting using the technological
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platform known as Zoom. Each lesson took 60 minutes in duration. The lesson plans
for each specific lesson can be previewed in Appendix B.
One of the overarching goals of the curriculum was to ultimately make the
experience for each student stimulating, fulfilling, and fun. Dewey summoned the
question, “How many students, for example, were rendered callous to ideas, and how
many lost the impetus to learn because of the way in which learning was experienced
by them?” (Dewey, 1986, para. 3).
Conditions Set for Positive Experiences
It was a great responsibility to provide conditions for students to have
positive experiences, especially in the relationship to well-being. Well-being is vital
to our health, happiness, and longevity; therefore, students forming positive
impressions to well-being was paramount in this study. Therefore, conscientious
research was put into place with the hope of developing precise conditions for
students to have positive well-being experiences within this intervention.
Pedagogy
The pedagogical methods within the curriculum provided conditions for
myself to have an interactive teaching experience, while simultaneously promoting
the students to also have an interactive learning experience. The pedagogy of this
curriculum created specific conditions using methods of many interactive teaching
techniques. The pedagogy and the intended conditions that were created were as
follows:
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Meditation. The intended conditions created within this pedagogy had the
students experiencing brief meditation sequences at the beginning of lessons. It has
been researched that meditation provides foundational building blocks for learning
and imagination (Fisher, 2006). Mediation also has been researched to provide
conditions for a natural and organic place for the mind and body to become clear and
present. Researched results additionally found reasons for incorporating meditation as
a purposeful part of an individual’s daily routine regardless of age and ability (Fisher,
2006). Wisner (2013) even found mediation to have intrapersonal and psychosocial
benefits.
Yoga. The intended conditions created within this pedagogy had students
experiencing brief yoga sequences at the beginning of lessons. Yoga is a universal
system of differentiated mind-body techniques that has been utilized to stimulate
intellectual and physical well-being. Ferreira-Vorkapic et al. (2015) conducted a
systematic review of yoga in schools; their research found positive benefits in the
association of mood, anxiety, self-esteem, and memory.
Singing and Dancing. The intended conditions created within this pedagogy
had the students experiencing singing and dancing at the beginning of each lesson.
There have been research studies that have shown that a commitment to a musical
pedagogy can influence social inclusion. Welch and associates (2014) also found
positive benefits from structured musical pedagogy. Cook (2011) reaffirmed these
finding and found including the element of dance in the classroom validated a
pedagogy that stimulates the many different areas of intelligences student possess.
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Role Playing. The intended conditions created within this pedagogy had the
students experiencing role playing during lessons. The method and utilization of roleplaying has been a pedagogical technique used by teachers for generations. Role
playing has been useful in helping students obtain empathy and compassion (Fadali et
al., 2000). This pedagogy was purposefully selected to create conditions for students
to make deeper connections to certain components of the well-being curriculum.
Arts and Crafts. The intended conditions created within this pedagogy had
the students experiencing arts and crafts aligned with certain well-being components
of the curriculum. Integrating arts and crafts into the classroom influenced students to
become more responsive to academic curriculum, while at the same time fulfilling
student emotional potential (Isis et al., 2011). Ruppert (2006) also found that arts
impact academic success and student achievement.
Journaling. The intended conditions created within this pedagogy had the
students experiencing journaling aligned with certain well-being components of the
curriculum. Research studies found that journaling has a positive benefit on our
physical well-being (Purcell, 2006). Journaling has also been documented to
strengthen immune cells using the left side of one’s brain, which is the analytical side
of our brain, while at the same time freeing our right brain to be more responsive and
creative (Purcell, 2006). The curriculum within my intervention gave space often for
the students to journal and express their individual and deep connections to their wellbeing experience.
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Exercise. The intended conditions created within this pedagogy had the
students experiencing exercise. Research has revealed that physical education
curriculums fulfill a meaningful role in influencing students at a young age that
healthy habits can be cultivated for their entire life; Ferguson et al. (1989) found that
student’s perception towards the advantages of exercise, attitudes toward the physical
education curriculum, and their own confidence influenced their exercise
participation. Therefore, it is imperative to make physical education curriculum
enjoyable and stimulating, as this will more than likely enhance student’s confidence
levels towards exercise and hopefully lead to increased future exercise (Ferguson et
al., 1989).
Technology. The intended conditions created within this pedagogy had the
students experiencing certain technological elements during the curriculum. Whether
that was watching a documentary, listening to music, previewing a PowerPoint
presentation, or using a projector, technology was purposively used within the
intervention. Decades ago, computers and other information systems were beginning
to be used by teachers as educational resources, and as a result technology today
holds a great place in educating our youth worldwide. I used the internet, websites,
documentaries, and used PowerPoint presentations to convey key pieces of
information to the students. John Kosakowski (1998) explained that the benefits of
using technology will allow students to have greater autonomy over their knowledge,
to gain stronger analytical and critical thinking skills, and to work more cohesively
with others.
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Project Based Learning. The intended conditions created within this
pedagogy had the students experiencing project-based learning during the curriculum.
Project based learning had the purpose of stimulating student learning in correlation
to practical situations and real-life scenarios. This approach to Project-Based
Learning (PBL) embraced innovative methods of instruction and learning that
allowed for a plethora of strategies vital for educational fulfillment in the twenty-first
century (Bell, 2010). Essentially, this pedagogy was utilized within this well-being
curriculum for the purpose of motivating students to learn through investigation and
work collaboratively to solve problems.
Discussions. The intended conditions created within this pedagogy had the
students experiencing discussions during certain elements of the curriculum. There
have been many documented research articles on the benefits of classroom
discussion. Therefore, I purposively implemented this pedagogy into this curriculum
to create an intended condition of communication and disclosure. Pollack and
Hamann (2011) found that classroom discussions explicitly improved student’s
critical thinking skills. They also found that collective participation for students was
stronger in smaller group settings compared to large group settings; while also finding
in a small group setting there was an equal output of participation from students of
different ethnic backgrounds (Pollack and Hamann, 2011).
Table 7
Pedagogical Conditions Created Within Each Lesson
Lesson
Topic

Pedagogical Condition
Created
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Introduction

Meditation, Dance, Singing and Dancing, and
Technology

Acceptance

Mediation, Technology, Singing and Dancing,
Discussion, Arts and Crafts, and Project Based Learning

Belonging

Yoga, Technology, Singing and Dancing, Journaling,
Discussion, Arts and Crafts, and Project Based Learning

Actualization Yoga, Singing and Dancing, Discussion, Project Based
Learning, Arts and Crafts, and Technology
Life Needs

Meditation, Singing and Dancing, Technology,
Journaling, Project Based Learning, Discussion, and
Arts and Crafts,

Active

Exercise, Technology, Discussion, and Project Based
Learning

No Fear

Journaling, Singing and Dancing, Technology,
Discussion, Role Playing, and Project Based Learning

Confidence

Journaling, Singing and Dancing, Technology, Project
Based Learning, and Discussion

Everyone

Journaling, Singing and Dancing, Project Based
Learning, and Discussion

Conclusion

Meditation, Journaling, Discussion, Singing and
Dancing, Project Based Learning and Technology.

Research Question 4
What is the significance of the intentional and operational curriculum for the
students in general? For this question, I used, evaluated, and interpreted the themes I
found by answering question 1 and 2 and tied those themes back into the literature;
the literature I used to tie these themes back into is described below. The significance
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of the intentional and operational curriculum regarding the curriculum in general,
were what conditions were created for the students to learn the well-being concepts.
I assessed the data I attained about the student experience; I then attached
what I found using the observational construct guide: The Ecology of the School
(Eisner, 1998) while also analyzing the data in correspondence to the Instructional
Arc; the intentional, operational, and received (Eisner, 1991). The intentional guides
for research question 4 are located in Appendix J and Appendix K.
Growing the Field
It was critical, as the primary researcher, to attempt to take the data received
and not only find meaning but find purpose. Using the framework from Research
Question 3, I attempted to make a more universal claim. I attempted to find answers
that determined if this curriculum could be transferable to school cultures (after
school class settings) and students beyond this intervention; universal information and
data that I analyzed and will later extrapolate to the field, in hopes of making it better.
Such a process relied on the elements of investigation attached to the
observation guide created by Elliot Eisner. It is titled: The Ecology of the School. The
dimensions of this framework are composed of 1) the intentional, 2) the structural, 3)
the curricular, 4) the pedagogical, and 5) the evaluative (Eisner, 1991). Each of these
dimensions fall under the perspective of educational connoisseurship.
Data Analysis
Coding
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Within my analysis of the data in relationship to each of these research
questions, I drew upon the Coding Manual (Saldana, 2015) to analyze and organize
the data. When going through the process of coding the data, which I started
concurrently while conducting the research study, I excavated key themes related to
each research question. However, the process to arrive at each theme was a step by
step procedure (see figure 3) outlined by Saldana (2015) within his Coding Manual.

Figure 2: Coding Table
Note. Retrieved from Saldaña, J. (2015). The coding manual for qualitative researchers. Sage.

While conducting the research study and gathering data, I began concurrently
coming up with individual codes in relationship to the data received. I then grouped
codes together that were similar to each other. Upon doing this, I noticed, a group of
codes having a strong association. I then took that group of codes and grouped them
into categories. Saldana (2015) recommended to carefully group and organize each
category, and those categories are composed of codes.
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Coding Through the Lens of Educational Criticism and Connoisseurship.
The process of data analysis involved me actively attempting to interpret, rationalize,
and evaluate the excess data that accumulated throughout the study. I collected
student artifacts such as: legible manuscripts, materials from organizational records,
individual diaries, correspondences, letters, artistic reproductions; and written
answers to open-ended questions. I also gathered data as the interventionist where I
gathered data corresponding to my field journal, fidelity checklist lesson plans, and
also data in connection to focus group questions from the end of each lesson.
Recoding. Saldana (2015) insisted that rarely will a researcher get it right the
first time. Therefore, it is imperative a researcher recode and recategorize time and
time again, which I certainly did within my data collection and analysis phase. Then
to scripted prediction, as I began to code and recode, my codes and categories began
to become more and more refined (Saldana, 2015). Saldana (2015) compares such a
process to “decorating a room; you try it, step back, move a few things, step back
again, try a serious reorganization, and so on” (p. 14).
Themes. Then, through a sequential pattern of reasoning and analytics, I then
used my categories and was able to establish clear and pronounced themes. Several
qualitative research methods advise that you initially “code for themes.” However,
Saldana (2015) recommends that a theme is an outcome of coding, categorization,
and investigative deliberation; these themes, were then used to interpret the data and
understand it to a greater extent in the eventual development of theories.
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I created my themes in the purpose of leading my research study towards
generating theories in relationship to adolescent well-being, which I will discuss in
chapter 5. Saldana (2015) states that our ability to demonstrate how themes and
categories systematically interrelate, direct us toward the development of theory
within the goal and target of understanding one’s research to a deeper extent.
Therefore, generating concise and practical theory was for the objective to extrapolate
this knowledge to a larger field in the context of child and adolescent well-being.
Transitional process. The “transitional process” between data collection and
analysis (Uhrmacher et al.,2017) has been agreed upon to be a valuable way of
analyzing data according to Creswell (2009). Creswell (2009) affirms that data
evaluation is strengthened and supported by administering analysis concurrently
with the process of assembling the data. While at the same time, Creswell (2009)
further states that respecting an approach grounded in moving from specific to more
general could also prove beneficial in one’s analysis. This was accomplished before,
during, and after each lesson, as I was constantly coding the data I received.
Within this process, I was always being attentive to Creswell’s suggestion to
be organized. Therefore, in my research study I typed all transcripts, while all field
notes and handwritten observations were recorded in my field journal. Creswell
(2009) also suggested to constantly evaluate the data and obtain a broad sense of
meaning connected to the context. Therefore, after each day, I reviewed the totality
of the data accumulated in the hopes of discovering and rooting out emergent
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themes present in the data. In compliment to the process, Uhrmacher et al. (2017)
suggested asking questions in reference to the specific data. This certainly helped
flush out emergent themes; questions that focused on what was particularly being
illuminated, what themes and patterns gave shape to the data, and what was salient
amongst the different dimensions of the research study. These questions proved to
be very valuable in the pursuit of finding deeper meaning to themes that might
have otherwise remained hidden to the abundance of data and information.
The data analysis within this study proved to be a very lengthy and methodical
process investigating the delicate subject matter surrounding student well-being. The
process of data analysis involved me actively deducing, explaining, and assessing the
plethora of data that was accumulated throughout the study. Data that will hopefully
grow the field of well-being in an ever-subjective field of research and study.
Issues of Validity
Eisner (1998) pinpointed three strategies to address matters of validity:
structural corroboration, consensual validation, and referential adequacy.
Structural Corroboration
Educational criticism relies on structural corroboration as a way to assess the
validity of a research project. Structural corroboration was used to figure out data
collection strategies. This approach used the appeal of referencing the consistency of
all the collective documents and figures acquired (Flinders & Eisner, 1994). “Is a
critic’s description sufficiently “thick” to provide a compelling image of what was
observed?” (Flinders & Eisner, 1994, p. 354).
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Consensual Validation
This approach was the process of critics sharing their work and progress with
others knowledgeable in the field (Flinders & Eisner, 1994). This ultimately was
sharing data with a PhD colleague, who was a qualified student and practitioner in the
field of educational connoisseurship and criticism. Consensual validation was used in
attempting to find agreement amidst other individuals in the field who are competent
concerning
verification and claims in a research analysis (Eisner, 1998). My interest in
utilizing the perceptions of a colleague, who was knowledgeable in the field, was to
double check my own thinking and find agreement in a reasonable and logical
approach.
Referential Adequacy
This strategy suggests that when reading my account, one will find it useful
when reading reports on similar topics. It hopefully will give the reader a strong
ability to sense what the investigator has documented and clarified in the context
examined (Eisner, 1998). This was attempted to be accomplished by empathically
bringing the reader into the vulnerable and delicate perspective of student well-being.
I used the participant’s introspective workbook, projects, manuscripts, dairies, and
different representations to bring to the surface how each student was experiencing
their personal well-being.
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Chapter Four
Description and Interpretation of the Data
As mentioned before, the data collected for this dissertation was done by
employing the qualitative method of educational criticism and connoisseurship. This
method consists of the four dimensions: description, interpretation, evaluation, and
thematics (Eisner, 1998)..
The descriptions and details in this chapter have been built by observations, a
set of focus group questions, and student artifacts. The categories (See Figure 2)
developed and discussed in this chapter, organically came to fruition out of the
research study and the participants’ interaction with the well-being curriculum. These
categories (See Figure 2) serve as a framework for constructing data analysis around
the following research questions: What are the intentions of the A. B.A.L.A.N.C.E.
curriculum designer when actually implementing the curriculum? What does A.
B.A.L.A.N.C.E. look like in practice, through an operational lens, when implemented
by the interventionist (myself), in a Zoom simulated setting? What is the significance
of the intentional, operational, and received curriculum for the student participants in
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this interventional research study? What is the significance of the intentional and
operational curriculum for the student participants in general.
Unexpected Environment
The technological medium used to teach this well-being curriculum was
unexpected. I had originally planned to teach this well-being to students in person.
However, as the COVID-19 virus became very impactful to schools, after-school
programs, and life in general I had to attempt to improvise and alter my research
study approach. Therefore, taking into consideration social distancing protocol, the
virus spreading, and keeping every individual safe, I chose to use Zoom. This
technological platform was chosen to not only satisfy safety practices but to also be
used as a strategic method to deliver an effective curriculum for six 6th grade
participants.
I chose to use my office space for conducting the Zoom sessions and
presenting the curriculum to six 6th graders. It had a steady flow of light that
permeated each morning through a window as each lesson started promptly at 10 a.m.
It had plenty of space, a comfortable chair to sit-in, a large desk for access to
supplemental materials, and a cozy atmosphere of comfort.
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Figure 3: My Location
However, this virtual setting offered some interesting questions even before I
started my research study; some of those questions were as follows: How do I develop
trust with participants in a virtual setting? Will the participants feel comfortable
disclosing very introspective and personal information virtually? Will the participants
develop connections with their classmates while in separate spaces? Will the
participants get as much out of this curriculum as they possibly would if they were in
person? Could the participants get more out of a virtual well-being intervention than a
standard in person intervention? Hopefully, unveiling the data found within this
research study might answer these questions to a greater degree.
Research Question 1
What are the intentions of the A. B.A.L.A.N.C.E. curriculum designer when
actually implementing the curriculum? The outcome of data that originated from this
question was in two parts. The first part consisted of the researcher (myself) writing
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in my field journal my intentions before each lesson based on a series of prompted
questions (see Appendix E), and the second part consisted of the researcher (myself)
also stating in my field journal my reflections after each lesson based on a series of
prompted questions (see Appendix F).
The Interventionist, Myself
In order to understand my intentions, it is helpful for the reader to know who I
essentially am. Allow me to begin with an autobiographical narrative. I never
intended to be a teacher. In high school I almost dropped out of school, before being
talked out of it by my father. Then, I almost dropped out of undergraduate school,
before being talked out of it by my older sister. I am not sure when the exact moment
I found my connection to the organized system known as “school”, and I’m still not
sure that I have exactly found it to this day. All I know is that I love to learn, I love to
teach, and I love to improve each day. I love to practically use knowledge to live in a
better way. I am a pragmatist who hopes to be a PhD.
There is no question I became fascinated with health and vitality after I took
my first well-being class in undergraduate school at the University of San Diego. It
was taught by a gentleman named Dr. Wayne Borin. It literally changed my life in
recognizing how fundamental changes in one’s daily life could have profound impact.
Dr. Borin’s curriculum was one that allowed me to see that in order to improve one’s
life, it takes a holistic approach; a knowledge that steers my life to this day.
I now have been a teacher for close to 10 years. I started as a preschool
Montessori teacher in Rome, Italy. The director of the school was curious how I could
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use my theatrical background to teach two and three year old students. At this
Montessori school, a one year trial turned into three magnificent years. However,
after three years I felt I needed more substance to my teaching approach. Therefore, I
came back stateside and decided to pursue my Master’s degree at the University of
Denver. Upon graduating, I became a student teacher at a Montessori school teaching
1st, 2nd, and 3rd graders that were all in the same class. I then became a 1st grade
paraprofessional. I then became a full-time 2nd grade teacher, transitioned to being a
4th grade teacher, then pivoted and changed curriculums by becoming a middle school
theatre teacher, an 8th grade social studies teacher, and also a K-8 well-being teacher.
Just recently, I just finished working as a GED teacher helping students ranging from
17 to 66 years old to get their High School Equivalency Diploma covering the 5 core
curricular subjects of math, reading, writing, social studies, and science. I have
worked with students of all ages, ethnicities, socio-economic background, genders,
and learning abilities. The intentionality with every student I taught was simply for
them to find the purpose behind their learning and for them to make it meaningful.
Through teaching I have recognized many traits and characteristics connected
to my identity. However, my most salient identity, I have realized, is compassion. A
humanistic approach that I have realized universally connects me to the world. My
parents were driven to pass on the quintessential teaching: we are all “Beautiful
People”. My parents aligned themselves with an enlightened approach that endorsed
the inclination that we as human beings have so much potential for positivity. I,
therefore, align myself with this humanistic methodology to life. This practice, in
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psychological reference, relates to an approach which studies the whole person and
the uniqueness of each individual (McLeod, 2015).
Abraham Maslow was a pioneer in the foundation of humanism. His
philosophies found their way into the echoes of my home on countless occasions.
Transcendence refers to the very highest and most inclusive or holistic levels
of human consciousness, behaving and relating, as ends rather than means to
oneself, to significant others, to human beings in general, to other species, to
nature, and to the cosmos. (Maslow, 1971, p.269)
These sentiments are then reinforced by Aristotle, who commented that we all as
humans have one thing in common: the essential property of being HUMAN
(Aristotle, 1994). Aristotle argues that the only thing that separates us are our
“accidental” properties (Aristotle, 1994). Therefore, one could say that everything
that “accidently” is a part of me and that makes me who I am, could be potentially the
same “accidental” properties of someone else, and essentially, they could be me, and I
could be them. Therefore, the property of being HUMAN is something that connects
us all (Aristotle, 1994).
The influence of these ideologies truly have shaped and formed my primary
identity, and as a result, they have informed and guided my personal trajectory; a
personal trajectory where I simply hope to live a fulfilling life and a fulfilling life that
is tied to helping others. For me living a fulfilling life is synonymous to helping
others; a call to action that parallels my professional trajectory.
The motivation behind my professional trajectory is to approach the concept
of well-being in a purposeful way to bring about positive change and impact in the
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lives of students, even in the midst of power and privilege. Self-help is a novice
concept broached towards children. I approach well-being from the standpoint to
provide a curriculum that is purposeful and relevant for children of all ages and
abilities. I feel compelled and driven to provide students with the access to knowledge
that is transferable to any and everything they pursue. A missing element in each of
the more relevant [well-being] models is that the focus of the well-being of the adult
is their obvious precursor: the well-being and functioning of youth is missing (Adler,
2017). Just as several components are needed to define and understand the well-being
of the adult, Kern and colleagues (2014) suggest that a multifaceted approach to the
well-being of the individual during childhood and adolescence is necessary.
The work in my graduate studies has vividly broadened my understanding of
race, class, and gender. In connection to this, my approach to well-being is one that
takes into consideration that students in adverse environments and conditions will
have a much difficult time finding the necessary components to fulfillment. One can
observe that a matrix of domination has been postulated through many numerous,
interconnecting tiers of domination that stem from the societal configuration of race,
class, and gender relations. This structural pattern affects individual consciousness,
group interaction, and group access to institutional power and privileges (Anderson
&Collins, 1990). Eli Apple poignantly expands off this concept as he states,
All around us the effects of such things as unemployment, growing economic
inequalities, housing foreclosures, the defunding of programs for the poor,
hunger, homelessness, loss of pensions and health care, resurgent racism, antiimmigrant sentiment and violence, and so much more are becoming ever more
visible. (Apple, 2012, p.1)
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Therefore, it would be foolish to expect the same sense of well-being and fulfillment
for children coming from a harsh environment compared to students who have a more
enriching one. My current research attempts to promote social justice related to race,
class, and gender.
It is also my deepest intention, in the quest to share this information with
students, that students have the space to explore and find a connection to well-being
that is free of judgement, criticism, and expectation. In the ever-present
acknowledgement that well-being is indeed subjective, I want to give students the
opportunity to “play” and find their own connection to well-being on their own terms.
My argument is that students who are given this consciousness around the concept of
well-being, gives them, at least the awareness of what to look for in life; and
therefore, will have a better direction hopefully on how to achieve these essential
elements in their lifelong journey in their own unique way. The purpose of creating
my intervention, A. B.A.L.A.N.C.E., is to stimulate and foster a preliminary
foundation of knowledge with the commitment for all students to continue to grow
and develop this knowledge throughout their life. Ultimately, giving all students, no
matter their race, class, or gender, a baseline knowledge that will allow them to
intrinsically motivate themselves based on an understanding around what drives them
and how well-being gives them fulfillment in life.
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Research Question 1 Categories
What are the intentions of the A. B.A.L.A.N.C.E. curriculum designer when
actually implementing the curriculum? The analysis of this data that derived from this
question came in two parts. These parts consisted of myself writing in my field
journal my intentions before and after each lesson (Appendix E and F).The themes
that originated from my intentionality through reflections were as follows.
“My Intention” Categories
Category 1
My history influenced and impacted my intentions in relationship to the
intervention as the interventionist.
Table 8
Research Question 1 Category
Category

Codes

Observations
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My history influenceda)
and impacted my
intentions in
b)
relationship to the c)
intervention as the d)
interventionist.

Family Influence/
a)
Classroom Experience
Well-being Experience
Who are you?
How do teacher and
person intersect
b)

10 years of teaching
experience (preschool to
adults) = high
expectations but
achievable and
PURPOSEFUL goals
3 years well-being
teacher = organized yet
empathetic
c) Present, compassionate,
empathetic, symbiotic,
accountable, informationgiver, observant.
d) Be one with the student
experience

Figure 4: My History as a Teacher
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Figure 5: Using Appendix F

Figure 6: Using Appendix E

Figure 7: Using Appendix E in Lesson 2
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Category 2
One of my intentions was to create conditions to have an open space for
students to have free expression and connection to well-being.
Table 9
Research Question 1 Category
Category

Codes

Observations

One of my intentionsa) Fluidity (I see you)
was to create
b) Prepare
conditions to have anc) Obstacles
open space for
students to have free
expression and
connection to wellbeing

a) See kids as individuals, see
their culture, see their
strengths/flaws
(HOLSTIC)
b) Review lessons, keep
students engaged,
challenge the students,
build love for learning,
teach for growth
(empowerment/intrinsic
motivation)
c) Unforeseen interpretation
from students, confusion,
lack of connection through
virtual platform

Figure 8: Using Appendix E Before Lesson 4
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Figure 9: Using Appendix F After Lesson 3

Figure 10: Using Appendix F After Lesson 6

Figure 11: Using Appendix E Before Lesson 7
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Figure 12: Using Appendix F after lesson 7

Figure 13: Using Appendix F After Lesson 4

Figure 14: Using Appendix F After Lesson 4
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Figure 15: Using Appendix F After Lesson 4
Category 3
One of my intentions was to create conditions where students saw me as a
living model of the curriculum.
Table 10
Research Question 1 Category
Category

Codes

Observations

One of my intentionsa) Energy each day
a) To deliver high energy
was to create
b) Own it
each day I would go
conditions where c) Live the Curriculum
swimming prior to
students saw me as a
every lesson
living model of the
b) Many activities
curriculum
required singing,
dancing, selfdisclosing personal
stories (especially for
the boys it was
important for them to
see a role model)
c) Hypocritical, if I
taught the curriculum
and I was not living the
curriculum. Selfdisclose and model,
Model, MODEL.
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Figure 16: My Well-Being Template
The interpretations and analysis of these categories that led to themes will be
discussed in chapter 5.
Research Question 2
What does A. B.A.L.A.N.C.E. look like in practice, through an operational
lens, when implemented by me as the interventionist, in a Zoom setting? I answered
this question by providing vignettes. These vignettes served as the “essence” of my
lessons. The purpose of providing these vignette was to ultimately bring the reader
inside my virtual classroom. The method of using vignettes fall under the qualitative
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methodology known as referential adequacy. This approach was geared towards
providing insight regarding the educational focus that might otherwise remain hidden
to the readers (Flinders & Eisner, 1994). It essentially gives the reader a stronger
ability to sense what the investigator has documented and clarified in the context
examined (Eisner, 1998). Therefore, I hope providing these vignettes will present the
reader with a more intimate and personal picture of childhood well-being through a
virtual platform.
Zoom Setting
There was a steady flow of light that permeated through a window each
morning at 10 a.m. The chosen office space had yellow cadmium walls with a
painting of a gorilla in the background. It offered plenty of space, a comfortable chair
to sit-in, a large desk for access to supplemental materials, and a cozy atmosphere of
comfort. I chose to use my office space for conducting the Zoom sessions and
presenting the curriculum to six 6th grade students because it possessed an aura of
peace.
The technological medium, known as Zoom, used to teach this well-being
curriculum was unexpected. I had originally planned to teach this well-being to
students in a Boys and Girls Club. However, as the COVID-19 virus became very
impactful to schools and after-school programs I had to attempt to improvise and alter
my research study. Therefore, taking into consideration social distancing protocol, the
virus spreading, and keeping every individual safe, I chose to use the technological
platform Zoom as an alternate research platform.
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Although, the students and myself would be virtually distanced throughout
this research study, I knew exactly where these students would be logging in from
and the neighborhoods the zoom link would be extending to during the intervention,
as I had worked extensively with this Denver metro area school district through prior
summer school programs. The population of student families largely would be
coming from very modest financial backgrounds and the neighborhood homes that
surrounds the school are meager and small.
Vignette 1
Monday Morning. It was a warm morning on this particular Monday. I
remember going for a morning swim at my gym in hopes of getting an abundance of
energy to teach what would be the first of ten well-being lessons within this 2-week
intervention course. Each lesson was agreed upon, by the participants and their
families, to start promptly at 10 a.m.
I was nervous, but I was also very eager to begin an intervention that I had
worked very hard to organize. I remember looking at my cell phone and it read 8 a.m.
I begin to organize my office space. It was a small room, and the previous evening I
had organized my laptop and all the resources I would need for this first lesson. Even
though I had everything laid out, I double checked to verify that everything was
working and functioning properly. My HP laptop, with my name secured on the back
in big glitter letters, was turned on and plugged into a reliable outlet on the wall. I had
a copy of my curriculum book to the left of my computer, and I had a copy of my
lesson plans located to the right of my computer. I looked at my cell phone and it now
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read 8:03 a.m. The start of this intervention could not come soon enough. Next, I got
out my Field Journal, a standard black and white Tops Lab Book.

Figure 17: My Field Journal
This Lab Book is an old notebook left over from a High School Science class
and I had never used it. I remember thinking to myself, what better time than right
now to make use of this book with all the blank white papers. Therefore, on this
particular Monday morning at approximately 8:05 a.m.; I opened the notebook and
wrote “Lesson 1” on the top, center of the first page. I then wrote “Appendix E”
underneath and begin to fill in answers based on my history and intentions as a
teacher. I did not anticipate how long the responses would take as I would hand-write
all the answers. However, I knew I would finish my responses with strong
confidence, and I would deliver a great intervention.
Now, it was 9:03 a.m. I then grabbed my green folder and took out all my
lesson plans; 10 lessons of the intervention. I printed all 10 lesson plans the night
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before and had stapled them together. On this morning, I began to review the first
lesson, which was helpful because reviewing this lesson was a reconnection to the
concepts and ideas I hadn’t seen in about a month.
I looked at my cell phone again and it read 9:30 a.m. I quickly texted each of
the six parent’s cell phones:
“Good Morning, Superstar Parents. It is Monday Morning, August 3rd. Our Zoom
meeting starts at 10 a.m. I can’t wait to see all your children.”
Next, I sent the same greeting to all of the parent’s emails. I swallowed bravely and
took a patient breath. I was about to start my dissertation research study that I had
been looking forward to since I started my PhD program. I was so excited with the
opportunity that awaited me and the curious discoveries about a topic I was so
passionate about. To open up the session, I used the technological platform called
Zoom, an app installed on my computer desktop. After opening this app, it brought
me to a “scheduled meeting” located on the right side of the screen. Next, I clicked on
the meeting link, none of the participants had logged in yet. The computer screen
showed a big picture of me and it filled the entire screen which prompted me to click
on a link to join the meeting with my computer audio. I pushed “Join with Audio”. I
remember saying to myself, “I’m in!” As I sat there, I observed the Zoom platform
interface which had many features of operational accord.

Figure 18: The Bottom of my Zoom Screen
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As I took one more breath, my eagerness to begin this first scheduled Zoom
meeting was evident as the mouse connected to my computer was a little wet from the
perspiration from my right hand. However, there were still no student participants
logged in. “Where is everyone?”, I remember thinking to myself. Clearly, there must
be a problem! That problem, I soon realized, as I looked at my cell phone and the
time read 9:32 a.m. was I was approximately 30 minutes early. No wonder I was met
with silence and a blank screen.
Vignette 2
“Hello”. It was now 9:34 a.m. and I was sitting on my four-legged plastic
chair patiently staring at my image on a zoom screen. I was so excited for this
intervention to commence. I started to imagine what the student participants would be
like. Would they like the subject matter? Would they find it meaningful? Would they
all be wearing their pajamas? All these questions popped into my head as I sat quietly
looking out of the window into the bright morning sun.
Suddenly, to my surprise, another smaller rectangular box appeared on the
screen. Then I heard a deep baritone voice I was not expecting. One student suddenly
said, “What’s up Mr. Reggie?” I was shocked. I was not expecting a student to log in
so early on the first day, and I had not expected a 6th grader’s voice to be so deep and
brassy at such a young age. I had to contain my excitement. I tried to sit up quickly
and put on an appearance that I was ready for action. I stuttered at first with some
jumbled jargon I could not even understand. I cleared my throat, and I took a drink
from my water bottle in hopes of slowing down. Well, that worked. I was now
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patiently faced with the reality that the intervention was about to start. Two eager and
anxious individuals. One teacher and one student. The intervention had unofficially
begun.
“So, how are you?” I asked the student.
“I’m doing ok. How are you?” The student questioned back to me.
I told the student I was doing great, as I felt the endorphins from the morning
swim kicking into my body. The student then revealed to me that he was really
excited about the intervention.
He then disclosed, “I really hope this program can be good for me. I have
goals to really better myself.”
I got goosebumps hearing his self-disclosed, confident information. We
leisurely talked for the next 20 minutes. It was a conversation that started in a casual
manner, but it soon started to get personal as he disclosed his ultimate ambition was
to work on one of his weaknesses: his anger. The student communicated that he
recently got kicked off his baseball team for an angry outburst and tirade.
“Yeah, it is something I really need to work on.” The student sorrowfully
admitted.
From this moment on, I felt compelled to jump right into the intervention,
even though it hadn’t officially started. I felt a cry for help from this student. I did not
know this student particularly well, but this student conveyed such courage to
disclose this vulnerable part of his identity. I attempted to offer this student advice on
anger and strategies to curve its influence.
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I told this student, “Anger sometimes can be a very difficult thing to navigate
as a young man.”
I asked him if he had ever heard of the wizard versus lizard brain analogy? He
said he had not heard of this analogy. I then begin to explain this analogy, while also
telling him that we would be talking more about this analogy in Lesson 9.
I described to him our brain can be seen as a “lizard brain”; or it can be seen
more as a “wizard brain.” I explained that the “lizard brain”, also known as our
amygdala, can be triggered in 3/100th of a second. Therefore, our reactions, including
our angry reactions can happen in a blink of an eye.
I went on to explain that our “wizard brain”, which is our prefrontal cortex,
can take up to five seconds to understand the entirety of a complex situation and has
more of a tendency to react in a calmer way. I attempted to explain the difference in a
slow methodical approach and pointed to the benefit of living one’s life in a patient
way, while also suggesting taking five breaths when one feels emotionally unsettled.
The brief description I gave him seemed to have some impact, because afterward he
thanked me and said he would try to take more breaths more consistently when he is
in emotionally volatile situations.
Suddenly, another voice entered our conversation.
“Hello?” A soft voice came echoing in.
“Hi.” I responded back to the 2nd participant, attempting to offer a comforting
environment.
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I looked on my cell phone and the time now read 10:01 a.m. The intervention
had now officially begun! It was something I had looked forward to since the first day
of my PhD program. A colleague of my Mothers’, who received her PhD. gave me
some insightful advice, “Start your PhD from the very first day. Have an idea of what
you want to work on, and organize and align your classes, so by the time your
research study comes along, everything will fit together like puzzle.” And
approximately four years later I was about to start something that was four years in
the making. I felt no pressure in the least; hahahahaha.
The two students naturally started to talk to each other once they saw who was
also logged into the Zoom meeting. Their conversation displayed friendly affection
towards one another, as I soon assumed that they had known each other from before. I
knew other participants would probably be logging in soon and it was about time to
meet the rest of my “new class”. I had been a teacher for 10 plus years, and I knew
this was a research study and not a classroom, but it ironically felt like the “first day
of school”.
In the past, I always looked forward to the first day of school and meeting
students face-to-face as their teacher, but now there was this distance between us and
this “distance factor” was tangibly apparent. The first two participants who said
“Hello” earlier, were in different houses, hence visible distance. In this moment, I
remember consciously reminding myself that this aspect of education was something
I would have to get used to. I even began to feel a brief quiver of melancholy arise; I
began to remember the face-to-face quality of teaching I shared in the past with my
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students. I soon, regretfully, realized that this quality of teaching was now going to be
non-existent in this intervention. However, that nostalgia soon started to quickly fade
away as I stoically faced the reality that I was living in the midst of a pandemic, and I
knew I had to be adaptable.
I sat quietly waiting for the other students to come onto the screen, while the
other two students reminisced about a previous class they shared together. I looked at
my cell phone checking to see if I had any missed calls or text messages from
student’s parents. I was worried that some participants simply forgot about our
intervention, but my fears were soon washed away as students suddenly started to
“plop” onto the screen like raindrops on a cool April day. Once the students started to
log on, their smaller boxed screens started to appear on the top of my screen. Each
student possessed an approximately 1.5-inch box that was side-by-side to another
student, with their name located at the bottom of their screen. Their individual Zoom
platform would illuminate when they spoke, their face and screen would appear front
and center on the screen, so as everyone was logging in and saying “Hello”, there was
a beautiful constant rotation of different new faces popping up and taking up the
entire screen. There was so much beautiful energy.
“Hi!” Another box abruptly popped up onto my screen.
With each salutation of “Hi/Hello”, came a renewed comfort that I was not
alone. In a time where a pandemic caused social distancing and isolation, I felt
comforted by the small, little greetings and exclamations. Eventually, there were six
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boxes located on the top of my screen. I felt very pleased and relieved that all the
participants made it. It was 10:08 a.m. and we were all here and ready to start.
Vignette 3
Meditation. The first lesson started with brief awkward comments.
“How come your camera is not on?” one student asked to another student.
“Awe, I miss you. I wish we could see each other in person,” another student replied.
“Has everyone eaten breakfast? I’m eating mine right now,” another student said
while eating their cheerios.
I felt it was necessary to give the participants this time to chat with each other
due to the fact that all the students were familiar with each other. I simply sat back
and took notes on their interactions. Then, after letting them converse for a couple
minutes, I jumped into the conversation and officially introduced myself as the
interventionist of this intervention.
“Hi, my name is Reggie Gwinn. I am very excited to be here as your
interventionist. This intervention is for the purpose of bringing a benefit into your
life. I hope you can be open and honest, and we all benefit from this intervention.” I
humbly told the participants of the intervention.
Next, I communicated to the participants that we would be engaging in the
practice of a five-minute meditation. I communicated that this daily practice of
meditation, would be something we would be sharing before each lesson.
After cueing the soft peaceful lyrics from YouTube, I prefaced the mediation
by saying, “Start to clear your mind; (pause)…Visualize any image that brings you
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peace and attempt to hold on to that for the next 5 minutes; (pause)… Visualize a
heart made out of water, that is perpetually flowing with infinite waves; (pause)…
What image can you connect with; (pause)… Once you have that connection, breathe
in; (pause)…Now, attempt to breathe in for a count of 5 seconds; (pause)… Continue
to hold that breath for 5 seconds; (pause)… Now, breathe out for 5 seconds;
(pause)… Let’s repeat that; (pause).... Breathe in for another 5 seconds (pause)...
Continue to hold that breath for 5 seconds; (pause)… Now breathe out for 5 seconds;
(pause)... One final time; (pause)... Breathe in for a count of 5 seconds; (pause)...
Continue to hold that breath for 5 seconds; (pause)… Now breathe out, for 5 seconds.
Now for the next 3 minutes lead yourself through that same continual flow of
breathing; (pause)… When it is time, I will bring you out of your meditation.”
I closed my eyes during this meditation in attempt to model for the
participants how I find my deep focus with this mindful breathing process. From time
to time, I would sneak a peek at their screens to gauge how they were connecting to
the meditation. My first peek revealed all the students with their eyes closed and
breathing quietly. I was pleased. The second peek, after approximately 1 minute,
revealed 3 students with their eyes closed, 2 students with their eyes open and looking
around, and one student reading their well-being curriculum book. I closed my eyes
and meditated for one more minute before cueing the end of the meditation for the
participants.
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Vignette 4
First activity. After the meditation exercise, I felt a very peaceful energy
existing amongst the participants. I remember feeling grateful for the opportunity to
teach these student participants a curriculum that I felt was not only beneficial but
also very relevant at this particular point of time in their life. Next, I attempted to ease
the transition from meditation to their curriculum by introducing the participants to
the initial concepts of A.B.A.L.A.N.C.E. with a lot of energy and passion.
The students all received a well-being curriculum workbook prior to the start
of the intervention. In this workbook the participants would complete their daily
assignments for all 10 lessons. The first assignment; Lesson 1, revealed the roots of
the well-being curriculum. The pedagogy used for this particular lesson introduced
the curriculum, via PowerPoint slide, that all the students had access to as I “Shared
my Screen”.
The participants were first asked to draw a picture of Abraham Maslow, who
was pivotal in the development of formulating the contextual awareness around
“What Do All People Need in Life?” concerning his hierarchy of needs.
After communicating the directions of this assignment, one student suddenly
asked, “Who is Abraham Maslow?”
Then suddenly another student said, “He is a psychologist.”
I was impressed with this student’s prior knowledge because I initially
thought no student would know who Mr. Maslow was before introducing him.
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Figure 19: One Participant's Drawing
For this assignment, I gave the students five minutes to complete the exercise.
As the students worked, I played classical music from my computer. The result of
playing music elicited the response of one student saying, “Wow, this music is very
peaceful. I feel like I am in a library.” I felt empowered by my choice of music while
the students worked. Then, checking in with the students to see if they were done, I
asked them if they were finished with the assignment.
One student suddenly blurted out, “Wait, just one more minute!”
I realized within this moment, I would have to continually ask and check in
with all the participants during every lesson to gauge their progress with every task
and activity due to the parameters of using a zoom platform. It became apparently
clear that it was going to be a challenge to visually monitor and confirm student
progress, however, I was up to this challenge.
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I then gave the student who was asking for more time, an additional minute,
then circled back with them to see if they were all finished. They all confirmed that
they were finished. Next, I asked the participants if they were ready to share their
artwork from their curriculum book, holding it up to their screen. I individually called
out their name and asked them to say, “This is my drawing” … When each participant
displayed their drawing, their box was enlarged and covered the entire screen when
they were talking.
As each student introduced their work, some of the other students giggled as
they expressed feelings of insecurity; one student actually said, “Oh I’m a terrible
artist, but I really like it, so don’t judge me ok?” After each presenter, I asked all the
students to give a round of applause for that particular artist’s work to inspire
encouragement, positive feedback and a sense of appreciation; each drawing reflected
an effort of unique skill and beauty.
Vignette 5
A psychologist. After, this activity, I asked the students if anyone knew what
a “psychologist” was?
One student immediately raised their hand and said, “They study people’s
thoughts.”
While another student raised their hand and replied, “They also help people with their
problems.”
I then praised these students for taking the initiative to answer the question. I
asked the other students if they had anything to add. They declined.
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I supported the student’s knowledge of what a psychologist is by adding,
“According to the U.S. Department of Labor, Bureau of Labor Statistics,
Occupational Outlook Handbook, a psychologist is an individual who is a person
who investigates regular and irregular mental capabilities, perception, reasoning,
emotional, and logical intelligences by observing how individuals interact with each
other and their surrounding environments.”
I asked the students, “Who wants to be a psychologist like Abraham Maslow.”
Three of the six participants said “Yes.” While the other remaining three said nothing.
I did not get any responses of “No”, so this allowed me to feel encouraged. The next
activity had the objective of asking the students to come up with a list of “What Do
All People Need in Life?”. In their well-being books, the students would create their
list; I gave them three to five minutes to complete this task.
While the students were working on their list, I played classical music and
waited patiently. I checked in after three minutes to gauge their progress. One student
was finished, and the other five were still working. After four minutes I checked in
again to gauge their progress. Two more had completed their assignment. I informed
the students they had one more minute. After that minute, all the students confirmed
they completed the task. Next, I asked the students to share with the whole group
their answers, as I recorded their answers on the “Shared Screen” PowerPoint slide.
As I recorded their answers, I soon realized that many of them had the same or
similar responses amongst each other. One student suddenly blurted out after viewing
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the screen and without raising their hand, “Mr. Reggie, everyone has said all people
need food, water, and sleep.”
Which was true as every student had put these three common responses on
their list. However, giving the students the open space to create their own list, they
also came up with a unique set of individual items. Some of the other things the
students listed that I recorded on the Power Point slide included:
•
•
•
•
•
•
•
•
•
•
•
•

TV
Imagination
Education
Freedom
Outdoors
Friends
Physical contact
Wi-Fi
Dog
Recycling
Toilet
Hygiene
After the students came up with their list(s), I congratulated their efforts by

saying, “You are all psychologists!! You are all just like Abraham Maslow. You are
all truly special.”
I then communicated to the participants that what they had just accomplished,
I had also completed. I told them before this intervention, I asked myself, “What Do
All People Need in Life?” I did this in order to not only help myself, but to help other
people.
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Next, I asked them all to close their eyes and with a big drum roll sound effect
playing in the background (cued up from YouTube), I told them “Without further
ado, I would like to introduce you to A. B.A.L.A.N.C.E.!”
One of the students laughed at the sound effect. I proceeded by introducing
the overall concepts of A. B.A.L.A.N.C.E. After, briefly explaining and previewing
each concept, I asked the students to reflect upon their own well-being by filling out
the A. B.A.L.A.N.C.E. well-being wheel template located on Page 9 in their
workbooks. I explained in detail what the template represented with instructions for
completing it. I asked the students if they had any questions before proceeding. To
my surprise, none of them had any questions. Next, I played the classical music,
requested that they work in silence and I gave them five minutes to complete the
template. While the students worked on this assignment their cameras reflected very
introspective demeanors engaging with a template that asked them to personally delve
into the holistic experience of being a human.
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Figure 20: One Participant’s Template
Vignette 6
Participants. I observed the multiple interactions between the students and
myself amidst the implementation of the curriculum. Before, during, and after each
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lesson I wrote in my field journal the details of each lesson, the student participants,
and the overall experience.
The participants will remain anonymous; however, their personalities and
characteristics will be described within a lens of referential adequacy, in the hope of
building an understanding of their interaction with the different components of the
curriculum.
Participant [A]: A sixth grade, 12-year-old Hispanic girl; very confident,
talkative, and quite opinionated. She loved to turn on her camera in the morning and
greet her fellow students, which was contrary to most of the other students. She was
rather athletic, had long brown hair, and loved to eat; each of these qualities had an
interesting influence on several of our well-being lessons. At the beginning of one
lesson, she turned on her camera and proceeded to curl her hair with a curling iron
while she was in her bathroom. She had a workstation set up on her bathroom
counter, so when it was time to write, talk, or interact she would put her curling iron
down and proceed with those actions. However, it become apparently clear that
vanity had become a big part of her personality, because during one lesson she denied
the group permission to see her, because she did not “look good”.
Another example of her unique personality was displayed in a different lesson
when she proceeded to take us on a tour of her house to show us her gym, where she
enthusiastically proceeded to do bicep curls with a steel rack bar without any weights
on them. She was able to do 10 curls with the bar. Then, one morning she showed up
in her kitchen where she gave us a tour and showed us a big sign over the stove that
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read KITCHEN. I joked with her and asked if there was ever an occasion when
someone would forgot that this location was the in fact the kitchen? There was a
huge refrigerator and dishwasher right in the middle of the room and everyone could
see the sign and be reminded that this was indeed the kitchen. She just laughed. This
participant was also very introspective, as one day she confessed, “I’m not sure how I
can improve my self-acceptance?” She was an encouragement to her other
classmates, which was displayed during one lesson where she encouraged one of the
other participants in the study by saying, “You so got this!” She was also
compassionate as she admitted during one lesson, “I love my family.”
This student was quite fascinating to work with as she had many layers of
personality and many qualities of personable accord.
Participant [B]: A sixth grade, 12-year-old Hispanic boy. This student was
supremely confident at times as he was never afraid to express his opinions or point
of view on many sensitive subjects. During one lesson he even disclosed to the entire
group that his camera was off due to the fact he was going “poop”. However, he
ironically was also very insecure, as he communicated during our lesson on selfacceptance, “I’m not handsome”. He was always one of the first to attend each lesson
with his ritual deep baritone voiced greeting, “What’s up Mr. Reggie?” On the first
day of the intervention, he was in fact very early to the meeting. On the first day, I
wanted to make sure there were no technological glitches, so I showed up 30 minutes
early to our Zoom meeting, and to my surprise this student had also logged in to the
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meeting. It was 9:30 a.m. and the class was intended to start at 10 a.m. Therefore, we
started to make small talk about school, his family, and his baseball training.
He vividly went into detail about his last baseball season; especially because
he got kicked off the team. He discussed how quick it is for him to lose his temper
and how he gets angry very easily. His ability to take accountability for one of his
weaknesses was commendable, and I found it fascinating that he felt so comfortable
to share such personal information so quickly with me. He then asked me for ways he
could work on his anger issues. I then disclosed to him certain strategies and
techniques he could use, such as breathing, visualization, and using the “wizard”
versus the “lizard” brain analogy. He was deeply appreciative for the individual
support, and remarked at the end of that lesson, that learning to control his anger was
his most favorite part of the lesson that day.
Participant [C]: A sixth grade, 12-year old African American boy; a bright
young man with a boundless supply of kindness and curiosity. He came from a
household that their internet reception was confined to the living room; therefore,
during many lessons he had to mute his mic and turn off his video for the sake that
other family members or visitors congregating in the living room wouldn’t be
identified. He attempted to stay focused as much as he could, but abrupt calls and
constantly looking around to see if others were in his screen, hindered his
concentration throughout each individual lesson.
This student was very fun-loving with his classmates, as he was constantly
joking around with them by saying how much better he was at particular video
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games. He also was constantly changing his name identification display on Zoom to
read other student’s name in celebration of their birthday or students he was
particularly affectionate towards.
This student also loved sports. He played football and he was part of a football
team during this 2-week intervention course. Being part of this football team gave
him a great source of belonging during a time when the other students expressed
being bored, lonely, and deprived of human connection. This student did struggle
with comprehending some of the lesson’s bigger words, such as actualization. He also
had difficulty navigating more complex concepts, such as the difference between selfacceptance and confidence. In relationship to this observation, during one lesson he
stated, “I’m not sure of the difference. Aren’t these things just the same. I have
confidence when I play football and I have self-acceptance when I play football. If I
did not have football, I would not have self-acceptance.” Therefore, with this student
I constantly applied the concept of differentiation and attempted to bring the concepts
to a greater relevance level through pop cultural reference (a picture of Ashley
Graham); student language (“swag”); student dialogue (“actualization is basically
doing your hobbies”); and whole group conversation. I also found that the process of
a daily review of key concepts became crucial for his progress.
Participant [D]: A sixth grade, 12-year-old Hispanic girl; a twin. This student
was the older twin (by a few minutes) and she really lived up to the “older” sister
self-fulfilling prophecy. I do not feel it would be an exaggeration to say that she was
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the more dominant of the two; this strictly being an observation with no negative
judgmental undertones.
This student was engaged from the very first lesson. Her voice was truly the
loudest figuratively and literally out of all six participants. She was also the most
mature out of the group. Her insight, her rhetorical reflections, and her proactive
participatory initiatives were quite profound. I really enjoyed her comments on social
justice in the midst of our altruism lesson; “I really do not appreciate what’s going on
in our society. There must be change with how the different demographics of people
are treated.” This student also discussed specific solutions our society could take,
such as having more rigorous interviewing protocol with potential police candidates
in attempts to solve isolated racial profiling incidents.
Although this student had many mature opinions, her comments and points of
view were made without showing her screen/face or totally having her camera turned
off. She later communicated to the group she did not like to show her face on
camera. I even remember before the research study began her mother did warn me
that her daughter could be rather self-conscious at times. However, during our safety
lesson, this student participated in the game “Tic-Tac-Toe of Risk” and chose to do
an improvisation of her favorite actor for 30 seconds. She proceeded, through the
embodiment of this character, to change her voice, sashay through the room, and use
props to bring this character to life. She did this with her camera on and allowed the
other participants to see her face and actions the entire time. This huge jump from not
showing her face on the screen for most of the lessons, to doing a complete
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180° shift and suddenly becoming a very theatrical, lively person was absolutely
shocking.
This student was very complex, and her complexity was very much admired,
respected, and revered by me and the other student participants.
Participant [E]: A sixth grade, 12-year-old Hispanic girl; the other half of the
above-mentioned twin. This student was the younger twin (by a few minutes), and
she lived up to the “younger” sister self-fulfilling prophecy. I do not feel it would be
an overstatement to say that she was the less dominant of the two; this strictly being
an observation with no negative judgmental undertones.
However, as much as this student was subservient to her twin sister, her selfacceptance levels were through the roof. She could not have enough “facetime”, and
as a result, her charm, charisma, and confidence were displayed with each lesson. I
attempted to bring a lightened, fun atmosphere to each lesson by dressing up as
different characters, playing music, or using different voices throughout the Zoom
sessions and this student really connected with this approach. One day at the
beginning of the 4th lesson on actualization, she decided to dress up as a “minion.” All
of the other students really gravitated towards her costume and they were laughing as
she proceeded to stay in her “minion” character during most of the lesson. Also, she
would constantly play jokes on her classmates, as evident in the “life needs” lesson,
she brought a pretend ghost and was constantly saying the ghost was attacking her.
Oh course, I would bring her focus back to the lesson; but her energy and
spontaneous nature gave beautiful strength to our group, and this vitality allowed the
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other participants to see that it was ok to be silly and free. Although, this participant
had an abundance of early-morning energy, she also was able to ground this energy
and focus on the tasks and objectives within each lesson. Her work, especially on the
“belonging lesson,” illustrated her ability to take personal introspection and transform
it into very artful and sophisticated ways.
Participant [F]: A sixth grade, 12-year-old Hispanic boy; a very determined
child with a calm and quiet demeanor. This young man also loved video games. He
had ambitions to be a video game designer and his reflections during class lessons
were often times aligned with this goal in his life. This student would turn on his
video during the lessons, but he would always point the video towards the wall or the
ceiling of his bedroom. He would never have his camera on his face, but he wanted
the group to know he was being an active participant. Although, this student was
relatively self-conscious, his ideas and opinions were very strong and personal.
This student was also very open minded. It was quite the introspective
moment when this student displayed his perspective with his less than active lifestyle.
He had been at home at lot during his school closure due to COVID-19, and he was
not finding a lot of ideas for relieving the stress of his inactivity during this uncertain
time. Therefore, our lesson talking about exercise and its benefits felt very relevant
and timely for this student. The student was extremely engaged and attentive finding
out about the “20 benefits” of exercise. I asked him if any of the activities I suggested
within the lesson sounded like a practical option in his life. He commented that he
didn’t like running, he didn’t like basketball, he didn’t have a soccer ball, and his
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mom would not let him go outside alone. Being that he was a very logical thinker, I
knew I had to approach him in a very sequential way. I asked him if he lived near a
park. He answered that he did. I asked him if he enjoyed the simple act of walking.
He said he did not mind it. I then asked him if his mom would walk with him to the
park. He said she would, and he would ask her that day if they could take a walk
together in hopes of starting to be more active. This student was a very proficient
student academically, however, balancing his academic priority with the attempt to be
more active was something this student was curious about and wanted to work to
improve.
Research Question 2 Categories
In complement to the vignettes, I also relied on coding my observations, that
led to the creation of categories, that ultimately led to themes in chapter 5 that
revealed a more expansive view of this intervention. (See Table 11)
Table 11
Research Question 2 Categories
Categories

Codes

Attendance 100%

a) Reminders (parents)
b) Cameras
c) $50 Visa Gift Card

Repetition

a) Setting expectations
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Observations
a) Twice
b) On/off ; I learned not to
make the wrong
assumptions of student
participation, as some
students turned off their
camera due to family
members walking
through the same room
c) All Participants received
a $50 Visa Gift Card
a) This repetition built
familiarity (I was an

unknown interventionist
to them, but building the
foundation of repetition
became their security),
and it also helped achieve
objectives
Guided Meditation
a) Start
a) The constant meditation
allowed for a smooth
transition from
participants waking up,
having breakfast, and
then having a 10 a.m.
lesson time
Many In-Person
a) Advisable: Find a space a) I set reminders for
Activities transferable to where you can move
participants to sit-up, not
Zoom Platform
lie down, and I always
was monitoring all of the
cameras; especially being
attentive to the
participant’s focus as
“cold calls” and “hand
signs” became very
important. It became
clear that making the
participants accountable
for their participation, in
light of a black camera
and muted mic, as well as
sending individual text
messages was pivotal to
keep the participants
engaged.
Technology aspects of a) Allowed all the participantsa) The “shared” screen
curriculum enhanced
to have a “front row seat”
aspect allowed me to
through zoom platform
experience
share: PowerPoints,
videos, songs, online PDF
book version, directions,
group thoughts, and
pictures while
participants were also
able to share their screen
as well.
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Fun

a) Make Virtual Learning funa) I would play classical
music while they worked,
I would also play my
guitar (especially for
celebratory birthday
wishes). I would also
wear different masks and
costumes to compliment
different components of
the well-being
curriculum, and then
participants would also
wear masks and costumes
to daily lessons for an
aspect of connection.
Participants would also
write text messages to
each other for help or
support during lessons.
Also, during lessons
immediate references
could be looked up on
google and displayed.
Lastly, personal
connections were made,
as all the participants got
to see inside each other’s
homes, and home tours
were thoroughly enjoyed.
Fidelity of each lesson a) Lessons went longer than a) In the space of providing
was honored
an hour
participants time to login,
b) Participant’s learning went wakeup, get settled, and
to unexpected places
give space for questions
c) Focus group questions
and small tangents the
lessons went over one
hour (which the parents
were perfectly fine with)
b) Sometimes the
participants would make
a point, or they would ask
a question that caused a
complete deviation from
the original curriculum
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plan (rock climbing
example), however,
reviewing each
curriculum lesson the
night before, I had the
purpose to find a way
back to the original
curriculum for reasons of
fidelity.
c) Helped me know as the
interventionist what went
well, what I needed to
work on, and what the
participants learned

Curriculum Artifacts Categories
During this research study, I also collected artifacts that reflected the student
experience with not only the curriculum, but the student experience with well-being.
The artifacts gathered from the intervention was broken up into sections. Those
sections were based on 8 different components of the A. B. A. L. A. N. C. E.
curriculum. The sectional categories were broken down into the introduction section,
self-acceptance section, belonging section, actualization section, life-needs section,
active section, no-fear section, confidence section, and an everyone section. For this
analysis section I will discuss the acceptance section.
Acceptance. This lesson started with the students starting with a five minute
meditation and then singing the A. B.A.L.A.N.C.E. song. The self-acceptance lesson
then proceeded to the participants watching a video about self-acceptance. Upon
doing this, the students drew a picture of themselves (Figure 21) complemented by
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them explicitly listing ten 10 qualities (Figure 22) true to themselves and their
character.

Figure 21: One Participant’s Drawing

Figure 22: One Participant’s 10 Qualities
After these activities it led to a spontaneous group discussion about selfacceptance. The discussion revolved around the student participants discrediting the
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power of social media. They were also noted discussing the influence of the news,
revealing the negative and toxic energy of bullies, while at the same time proactively
discussing the power of maintaining positivity and love for oneself. The lesson ended
with the interventionist doing review of the acceptance concept with the participants.
In connection with the review the participants had to also fill out whether they
possessed that concept of self-acceptance in connection to well-being with a “Yes”,
“No”, or “Both” response (see Figure 23). They also were asked to explain their
choice in 1 to 3 sentences. When participants were done with their response, they
were then asked to read “the riddle of the day” located at the bottom of the page and
wait patiently for the other participants to finish.
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Figure 23: One Participant’s End of the Lesson Response
This lesson on self-acceptance had the structure and general pattern that all the
sequential well-being lessons possessed. Every lesson included a guided meditation to
start the lesson. The participants would then sing the A. B.A.L.A.N.C.E. song. Then
the participants were exposed to a short video and PowerPoint presentation on that
day’s component of well-being. They were then asked to express their feelings
through a reflective journal entry. The students were also asked to express that
component through project-based learning, arts and crafts, or other pedogeological
methods. The lesson then ended with a review of that concept. In connection to the
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review the participants then had to fill out whether they possessed that concept of
well-being with a “Yes”, “No”, or “Both” response. They also were asked to explain
their choice in 1 to 3 sentences. When participants were done with their response,
they were then asked to read “the riddle of the day” located at the bottom of the page
and wait patiently for the other participants to finish.
Focus Group Questions Categories
At the end of each lesson, all the students were interviewed in a focused group
setting (See Appendix D). The categories generated from these questions are listed in
the table below.
Table 12
Research Question 2 Categories
Categories
Codes
The Lessons were
a) The vocabulary the
Positive
participants used to
describe the lessons were
always positive adjectives
b) Fun

High Points = Hands Ona)
b)
c)
d)

Observations
a) “good”, “amazing”,
“wonderful”,
“spectacular”
b) attempted to bring
many stimulating
attributes to the lesson.
Avoided lecturing.
M – Meditation; Y –
Yoga; SD – Singing and
Dancing; RP – Role
Playing; AC– Arts and
Crafts; J – Journaling; E –
Exercise; T – Technology;
PBL – Project Based
Learning; D – Discussion
Participants loved the artsa) The participants enjoyed
and crafts.
the drawing sections
Exercise was fun
b) The participants found
Mediation was a nice way connection with the circuit
to start the morning
training with everyone
Discussion allowed for
contributing to the final
great connection
workout program
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e) The movies were cool

Low point = unknown ora)
sensitive issues
b)
c)

Pragmatic Learning a)

c) Some participants wanted
the meditation to keep
going longer than 5
minutes
d) The participants enjoyed
bouncing ideas off of their
classmates
e) The movies were said to
have helped participants
understand more, and they
were said to be “super
interesting”.
Journaling felt like school
a) Some participants replied
The review of the main
that journaling felt like
points were repetitive
school
Some of their responses b) Some participants felt the
lacked connection or
review of the information
engagement
went over the same
information as before.
c) In the future, probe these
areas and find out why.
Zoom posed a challenge
as I couldn’t constantly
monitor student work.
Learning was practical a) “Acceptance is something
that I can use every day to
protect me from toxic
people”.
“Belonging is where I now
know how to make better
friends”. “Actualizations
are my hobbies, and I will
do them over the
weekend”.
“Life Needs are water, air,
food, and shelter. I know I
need to breathe to calm
situations.”
“Being active is doing
something for 60
minutes”.
“No fear is feeling safe at
home, at school, and in my
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A positive ending

community”. “Confidence
is having good juju”.
“Everyone is helping
others when they need it”.
a) All positive adjectives ofa) “Fun”, “I really felt
description
heard”, “I liked the
lesson.” “Wholesome”,
“Thank you”, “Groovy”,
“Silly”

The interpretations and analysis of these categories will be talked about in
chapter 5.
Consensual Validation
This approach is the process of critics sharing their work and progress with
others knowledgeable in the field (Flinders & Eisner, 1994). This ultimately was
sharing data with a PhD colleague, who was a qualified student and practitioner in the
field of educational criticism and connoisseurship. After sharing my work with this
colleague, he summarized his interpretation in reference to research question 2 by
stating, “My understanding of the A. B.A.L.A.N.C.E. curriculum, specifically its
adaptation to a Zoom setting, was aided by the detailed descriptions of each lesson in
the context of their specific intent. The themes presented in Table 11 are corroborated
by the curricular artifacts and descriptions of the participant experience, giving
internal coherence to the overall work. Hence, research question two has been
successfully addressed.”
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Consensual validation was used in attempting to find agreement amidst other
individuals in the field who are competent (Eisner, 1998) concerning verification and
claims in a research analysis.
Review
When going through the process of coding the data, which I started
concurrently while conducting the research study, I excavated key categories related
to each research question. However, the process to arrive at each category was a step
by step procedure (See Figure 2) outlined by Saldana (2015) within his Coding
Manual. I will now frame each research question through the contextual lens of
investigation.
Research Question 1
What are the intentions of the A. B.A.L.A.N.C.E. curriculum designer when
actually implementing the curriculum?
Research Question 1 Categories
•

My history helped me discover my intentions

•

One of my intentions was to create conditions to have an open space for

students to have free expression and connection to well-being
•

One of my intentions was to create conditions for students to comprehend the

well-being curriculum
•

One of my intentions was to create conditions where students saw me as a

living model of the curriculum
Research Question 2
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What does A. B.A.L.A.N.C.E. look like in practice, through an operational
lens, when implemented by me as the interventionist, in a Zoom setting?
Research Question 2 Categories
•

Attendance 100%

•

Repetition

•

Guided Meditation

•

Many In-Person Activities transferable to Zoom platform

•

Technology aspects of curriculum enhanced through zoom platform

•

Fun

•

Fidelity of each lesson was honored

Focus Group Questions Categories
•

The Lessons were positive

•

High Points = Hands On

•

Low point = unknown or sensitive issues

•

Pragmatic learning

•

A positive ending

Consensual Validation
A PhD colleague knowledgeable in the field (Flinders & Eisner, 1994) and a
qualified student and practitioner in the field of educational connoisseurship and
criticism offered his sentiments that I efficaciously was able to answer research
question 2 with substantial evidence and insight.
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Analysis of research question 1 and 2 in relationship to this data will be
demonstrated in chapter 5. As well, reference and analysis will also be conducted in
relationship to research question 3 and 4 in chapter 5.
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Chapter Five
Overview
The purpose of this proposed study was to investigate the impact of a wellbeing intervention, using a well-being curriculum, known as A. B.A.L.A.N.C.E.,
through the research method of educational criticism and connoisseurship. Educational
criticism is rooted in the method of making observations, while educational
connoisseurship is rooted in the process of conscious comprehension. The intervention
was conducted by an interventionist, me, who gave a 10-lesson intervention to six 6th
grade students over a two-week span. This was in the purpose of observing how a
well-being curriculum was performed and received over a technological platform
known as Zoom. As is clear by now, I was both author and researcher of A.
B.A.L.A.N.C.E.
In chapter 4, the process of data analysis involved me actively attempting to
present the prodigious amount of data that had been accumulated throughout the
research study. I collected student artifacts such as: legible manuscripts, materials
from organized respondence, letters, artistic reproductions; and written answers to
open-ended questions. I have also assembled data in the relationship to me acting as
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the interventionist gathering data corresponding to my field journal, fidelity checklist
lesson plans, and also data in connection to focus group questions from the end of each
lesson.
Chapter four presented data through descriptions, which were then interpreted,
evaluated, and turned into themes.
This dissertation based on the collected data will potentially hold the key, after
rigorously and meticulously being evaluated, to grow the field of well-being.
However, such a process of analysis took great patience, diligent hard work, and
steady persistence. Creswell (2009) stated the metaphorical example that such a
process is very similar to peeling back the multiple covers of an onion; essentially
uncovering different layers of data and going through a process of making
interpretations connected to larger implications. The strongest overall aim in this
educational criticism and connoisseurship research model is largely to seek
improvement in the real world.
The following research questions guided this research:
1. What are the intentions of the A. B.A.L.A.N.C.E. curriculum designer when actually
implementing the curriculum?
2. What does A. B.A.L.A.N.C.E. look like in practice, through an operational lens, when
implemented by me as the interventionist, in a Zoom setting?
3. What is the significance of the intentional, operational, and received curriculum for
the students in this interventional research study?
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What is the significance of the intentional and operational curriculum for the students
in general?
Adding to the Well-being Field
The purpose of this study was to investigate the impact of a well-being
intervention, using a well-being curriculum, known as A. B.A.L.A.N.C.E.. The
method of educational criticism and connoisseurship was used as the qualitative
method of analysis within this study. The intervention was conducted by an
interventionist, myself, who gave the 10-lesson intervention to six 6th grade (11-12
years old) participants over a two-week period. This was orchestrated over a
technological platform known as Zoom. This was a teacher as the researcher study.
This research study was ultimately aiming to add to the field of research in innovative
and unique ways.
Lack of Well-Being Research
This intervention was connected to research that was aiming to study six 6th
graders who were 11-12 years old. Das et al. (2016) concluded from their systematic
review that there continues to be a lack of research on well-being research in the
perspective of children (4-12 years old). Therefore, my study provided an intervention
that attempted to add to this void in the field.
According to Hurt et al., (2018) in the context of education, there is still a diminutive
amount of interventions developed for children in the context of well-being.
Therefore, my study also supplied an intervention for children in the context of wellbeing through a Zoom interventional research study.
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Relying on Negative Indicators
Within the systematic review outlined by Pollard & Lee (2003), they found
that many researchers in the field of well-being focused on many negative and deficit
indicators, in reference to student well-being (See Table 2 and 3). Therefore, I created
a well-being curriculum in reference to this void in the field, by supplying a
curriculum grounded in solely positive indicators. My curriculum, entitled A.
B.A.L.A.N.C.E. possessed ten curriculum lessons (Appendix B) that started with an
introduction and then had sequential lessons on self-acceptance, belonging,
actualization, life needs, being active, feeling safe, having confidence, and be
altruistic. Pollard and Lee (2003) revealed that the reliance on negative or deficit
indicators of well-being fails to capture the positive potential of the strengths,
endowments, and capabilities that could be promoted in children and adolescents.
Then to further compound this void in the field, five of the eight studies examined in
chapter 2 incorporated negative indicators as part of their total outcome assessment
(Johnson et al., 2017; Roth et al., 2017; Khanna & Singh, 2016; Black & Fernando,
2014; Suldo et al., 2014; Omizo et al., 1992). Well-being, of course, is more than
constantly attempting to monitor the insufficiencies, gaps, or holes in children and
adolescents. Therefore, my intervention was able to celebrate the assets, talents, and
unique gifts each participant possessed through a variety of multifaceted pedagogies
and methods; an approach to well-being and research that can hopefully add to the
field and give benefit.
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Research Question 1 Analysis
In this question’s assessment the accumulated data was analyzed, transcribed,
and thematically interpreted. I used the analysis recommendation from Using
Educational Criticism and Connoisseurship for Qualitative Research (Uhrmacher et.
al, 2017) to name and label types of data and ideas as they are collected. This
certainly allowed for a vision of emergent patterns to come through. From this data
and analyze, I arrived at these themes:
Theme #1
One’s History Will Shape One’s Intentions. Before each lesson I wrote in
my field journal my intentions based on a series of prompted questions (located in
Appendix E). This allowed me to vividly see that my 10 years of teaching experience
was connected to a clear intention of high expectations. From a history that has
included teaching a wide range of subjects, ranging from teaching preschool students
to working at a community college with adults, I discovered I’ve always possessed
high expectations for any and all of my students; while at the same time having clear,
achievable, and purposeful goals for each of them.
Therefore, this theme that assesses an interventionist’s history being connected
to one’s intentionality can add to the field in influential ways. Such a theme can lead
to the understanding that if an interventionist, instructor, teacher, coach, or any
educator were to explicitly state their history, through a series of scripted questions,
such as the ones located in Appendix E and Appendix F, that individual might
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discover clearer intentions connected to their actions. Making the argument, that if an
educator were to take this initial preparatory step, it would possibly allow them to
discover their intentions to a deeper degree. Then, once they discover their intentions
they could consciously determine if their intentions are aligned with the curriculum
and their student’s learning goals. I would then make the declaration that such a
discovery would allow for an individual to teach or instruct in more conscious ways;
either to embrace their intentions for optimal effect or eliminate some intentions for
unaligned purposes.

Figure 24: Connecting my History to my Intentions
Theme #2
Spontaneity in Following Lesson Plans. Stemming from the
acknowledgment that I had been a well-being teacher for 3 years and discovered what
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it took to have successful lessons, I discovered my intention throughout this
intervention to be fluidly organized. I had discovered from past experience that being
organized as a teacher and having sequentially laid out lesson plans allowed for more
streamlined lessons and student progress. However, I also discovered being organized
allowed for occasional spontaneous deviations from the original lesson plan. For
instance, during our lesson on actualization, one student expressed his curiosity for
rock climbing. Then another student, in relationship to this idea, brought up a popular
rock climbing movie, entitled: Free Solo. All the students then begged me if we could
watch that movie. I realized we did not have the time to watch an entire movie, but to
compromise with time and feasibility, I decided to watch the trailer of the movie
(Figure 25) with the caveat that if the students were really interested by it, they could
still watch the movie on their free time. The students were fascinated by the movie
trailer, and the next day, two of the student participants expressed that they had
indeed watched the movie that previous evening. I felt really empowered that I was
spontaneous during that lesson to give space and time to student interest, while still
being able to accomplish all the objectives for that day’s lesson plan.
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Figure 25: My Zoom Screen
As a teacher to have a full grasp of a lesson enabled me to address
spontaneous relevant topics, give space and time for student interest, and then find the
way back to the original lesson plan. I discovered that before each lesson I had to be
conscious of possessing the qualities of being present, compassionate, symbiotic,
reciprocal, accountable, and ultimately attempting to become one with the student
experience. I did this through reflection each morning by filling out the series of
scripted questions, located in Appendix E and Appendix F, where I discovered my
intentions to be spontaneous, but at the same time organized.
Theme #3
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I am my Own Student. My intentions to offer the most effective curriculum,
as an interventionist, was inversely related to what it would take to teach me
effectively as a well-being participant. The data, located in chapter 4, revealed my
teaching pedagogies were all ways I discovered to be methods of teachings I would
learn best under as a participant in a well-being curriculum. After every lesson, I
would describe in my field journal my reflections based on a series of prompted
questions (located in Appendix F). I came to the realization that my ultimate
intentions were grounded under the conceptualization that I taught a curriculum as if I
were a participant myself (Palmer, 2017). Such a theme could add to the literature in
discovering that a teacher is ultimately rooted in teaching the “little student” in
themselves. For instance, Figure 26, demonstrates an activity that I did with the
student participants in the confidence lesson. I am inclined to make goals sheets in my
personal life, and I ultimately wanted to share an effective strategy with the students
that genuinely has benefit in my life.

Figure 26: Activity Setting Goals
Theme 4
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To Teach Well-Being One Must be Ready. The well-being curriculum
taught during this intervention was one that required great energy, focus, preparation,
and a commitment. Each morning through a series of scripted questions, located in
Appendix E and Appendix F, I had to ultimately ask myself if I was up to the task
each day. A task to present a multifaceted curriculum, with many different
pedagogical methods, to participants engaging with very personal and sensitive
subject matter. I had to embrace the responsibility.
Therefore, I discovered teaching well-being requires an interventionist,
instructor, teacher, coach, or any educator to be well themselves. The curriculum
became very relevant to me, because with each component of well-being I was not
only asking the students if they possessed that particular component of well-being, but
I ultimately was asking myself if I possessed that particular component of well-being.
Then through daily reflection and a series of scripted questions, I was able to find
symmetry between my overall well-being and my intentions.
Also, as a well-being interventionist I discovered great growth within myself
through the process of teaching and instructing. Especially, in a time of a pandemic, I
realized how much the component of belonging was impacting my daily life. I knew
in my personal life I had to take the initiative and reach out to friends and family
during this time and establish a strong sense of belonging, because the pandemic was
threatening to take it away. Therefore, I feel compelled to communicate to any
interventionist, instructor, teacher, coach, or any educator instructing well-being to be
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open to the growth of oneself. Instructing a well-being class offers a holistic
experience of teaching, but also surprisingly it offers a holistic experience of learning;
so be ready for the unexpected surprises of growth.
Research Question 2 Analysis
Theme #1
Feasible. A virtual well-being curriculum is indeed feasible, and it proved to
be a very successful intervention. In my opinion, this intervention could add to the
literature, as I did not come across any well-being interventions that were virtually
based, and at the same time beneficial and supporting. The curriculum-based physical
activity intervention conducted by Bunketorp Käll et al. (2015) or the positive
perspective intervention by St. Denis et al. (1996) were both well-being interventions
found in the literature, however, both were done outside the realm of a virtual setting.
Due to the restrictions and impairments the COVID-19 virus placed on
schools and research sites, I immediately started to take training courses before my
intervention to discover how to use the Zoom virtual platform. I was greatly surprised
to learn of its capabilities and how it could help gauge and monitor a youth’s wellbeing.
The video dynamic of Zoom allowed for me to gauge and monitor student
work. This resource allowed for constant check-ins with not only student work and
progress, but also allowed me to take a pulse on student energy levels and their
personal well-being. The daily focus group, where I asked students about their “high”
and “low” points gave me immediate access to the student’s connection to the
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curriculum throughout the entire process of our intervention, and it also allowed for
students to express tangibly how they were feeling that day and gave me a pulse about
their energy levels. The “shared” screen aspect allowed me to share: PowerPoints
(Figure 27), videos, songs, online PDF book version, directions, group thoughts, and
pictures; while students were also able to share their screen as well.

Figure 27: A Meditative Activity
Great attendance, repetition, and transferrable in-person activities, using the
Zoom platform, allowed this setting to be a very successful platform to use and teach
a well-being curriculum. A solid structure, incentivized motivation, and engaging
activities all were influences in allowing this intervention to be successful. As the
interventionist, I would remind parents/participants via email and text about our daily
lesson twice before every lesson. Then as a result, there was 100 % participation, and
each participant earned a $50 Gift Card for their 100% participation. Each lesson
carried the same kind of sequence: meditation, song, journal, project-based learning,
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discussion, and review. The purpose behind this structure was to give the participants
repetition where they could predict and be ready for the daily lessons without being
surprised, but this structure also allowed for a review of the key facets of the
curriculum and built great information retention for the students.
Theme #2
Practicality. The intervention offered practical and useful methods in
monitoring and gauging youth well-being. The Penn Resiliency Program (PRP),
which conducted 20 studies involving more than 2,000 children, found well-being to
be correlated with decreasing symptoms of depression, increasing social intelligence,
and appealing to children of varying ethnicities (Seligman, et al., 2009). Phillips &
Shonkoff (2000) conducted a longitudinal study that chronicled the lives of children
through their early childhood, where they conclusively found that higher quality
childhood education characteristics and interventions led to better intellectual skills
and communicative ability, frequency of graduation was higher, employment rates
were greater, and there existed lower rates of involvement with violence and
delinquency. Both of these studies pinpointed the fact that it is imperative in the field
to create interventions that could gauge and monitor a youth’s well-being.
Through my analysis in relationship to my research intervention, I was able to
pull out themes that revealed that the participants were engaged. Therefore, this
intervention not only offered practical and useful methods in monitoring and gauging
youth well-being, but the participants, themselves, found the information practical and
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pragmatic in relationship to their own lives. Many participants communicated,
through the focus group questions, that the lessons were not only fun but very
practical and pragmatically relevant. The participants explicitly communicated that
they could use the information in their daily life and knew how to use it. For instance,
one participant commented how purposeful they now found exercise after reading
Figure 28 within our lesson on being active.

Figure 28: The 20 Benefits of Exercise

Theme #3
Growth. The A. B.A.L.A.N.C.E. curriculum offered purpose, engagement and
growth. In the literature is has been found that within the context of education there is
still a small amount of interventions developed for children or adolescents in the
relationship to well-being. Therefore, I took the steps to create an intervention that
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demonstrated a practical and streamlined approach to implementing a well-being
curriculum. Prominent researchers expressed that a great need in the field would be
creating interventions that are both applicable as they are resourceful in the purpose of
establishing a utility in a practical school settings (Johnson et al., 2017).

Figure 29: An Activity on Actualization
A B.A.L.A.N.C.E. proved to be a fluid and manageable curriculum to
implement through a virtual setting. The ten curriculum lessons (Appendix B) started
with an introduction and then had sequential lessons on self-acceptance, belonging,
actualization (Figure 29), life needs, being active, feeling safe, having confidence, and
be altruistic. The final lesson ended in a review. Each lesson lasted an hour. The
feasibility to transfer this curriculum to a practical school setting could be fluid with a
focused training and preparation.
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There was a general pattern that all the well-being lessons possessed. Every
lesson included a guided meditation to start the lesson. The participants would then
sing the A. B.A.L.A.N.C.E. song. Then the participants were exposed to a short video
or power point presentation on that day’s component of well-being. Students were
then then asked to express their feelings through a reflective journal entry. Then the
students were asked to explore a particular component of well-being through projectbased learning, arts and crafts, or other pedogeological methods. The lesson then
ended with a review of that concept and in connection to the review the participants
then had to fill out whether they possessed that concept of well-being with a “Yes”,
“No”, or “Both” response. They also were asked to explain that choice in 1 to 3
sentences (Figure 30). When participants were done with their response, they then
were asked to read “the riddle of the day” located at the bottom of the page and wait
patiently for the other participants to finish.

Figure 30: An End of Lesson Response
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Within this intervention it was revealed through observations, artifacts, focus
group questions, and interactions that the curriculum had benefits. By the end of the
intervention, it was perceived that this curriculum possessed fun activities,
challenging information, practicality, and it ultimately pushed the students to make
practically relevant connections to their life in different ways. The student work
artifacts revealed thoughtful progression through difficult and personal subject matter.
Research Question 3
What is the significance of the intentions, operations, and received curriculum
for the students in this interventional research study? The significance of the
intentional and operational curriculum were the observed conditions that were created
for the students to learn the well-being concepts. I assessed the data I attained about
the student experience; and attached what I found using the observational construct
guide: The Ecology of the School (Eisner, 1998), while also analyzing the data in
correspondence to the Instructional Arc (Eisner, 1991). The intentional guides for
research question 3 are located in Appendix H and Appendix I.
The Ecology of the School, created by Elliot Eisner, had multiple dimensions
to his framework that were composed of 1) the intentional, 2) the structural, 3) the
curricular, 4) the pedagogical, and 5) the evaluative (Eisner, 1991). Each of these
dimensions fell under the perspective of educational connoisseurship, which added
great insight and perspective to my observations.
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Research Question 3 Themes
These themes were generated and informed by conditions using the
methodology of Ecology of the School, created by Elliot Eisner, that were composed
of 1) the intentional, 2) the structural, 3) the curricular, 4) the pedagogical, and 5) the
evaluative (Eisner, 1991).
Themes #1
Curriculum Risk Taking. A curriculum that endorses risk-taking creates a
condition that challenges students in positive ways. Within this curriculum, an explicit
operational goal was for the participants to take risks (Figure 31)

Figure 31: A Risk-Taking Activity
Through this process, student participants were observed making growth in
many different avenues of their learning, as well as in their personal life. One
participant took a big risk by singing in front of the entire group, while another
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participant wrote a letter to his estranged brother, and a different participant found
reconciliation with his father by bringing out the trash every morning. Each student
took a risk. The participant that sang this song (Figure 32) grew by getting over their
fear of people always judging them in negative ways.

Figure 32: A Participant Composing a Song
The participant who wrote a letter to his brother reconnected to a family member
and grew through a sense of belonging. While the participant taking out the trash
altruistically was attempting to help his family and find confidence in establishing a
better relationship with his father.
Researchers found a gap in the research where studies could begin to
investigate how specific interventions impact supplementary student outcomes,
such as social affairs (Johnson et al., 2017). Also, Johnson et al. (2017) called
attention to multifaceted interventions that attempt to find results with participants
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of different age brackets, such as elementary or high school learners, to pinpoint an
exact range of developmental associations for specific components pertaining to
specifically designed curriculum. Therefore, the outcomes found within my study
could potentially add to these gaps in the field.
Themes #2
Mindset. Through this intervention well-being was observed to be a very
practical and relevant mindset for 6th graders. The student artifacts collected
displayed thoughtful and personal expression; expressions ranging from selfacceptance portraits, self-actualization schedules, to altruistic ways to help the
world; there were many expressions of students embodying their sense of wellbeing. One of the intentions the interventionist had set within this intervention was to
plant “well-being” seeds that a participant could continue to develop and nurture
throughout their life (Figure 33).
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Figure 33: An Activity in the “Self-Acceptance” Lesson
One artifact also collected (Figure 34) was where one participant was explaining
her self-acceptance at the end of a lesson in her well-being workbook. She wrote,
“Yes, because I have a lovely family. I have friends that care about me, and I love
myself no matter what.”
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Figure 34: An End of Lesson Response
This theme could add to the field of well-being through the lens of measuring
emotional and social data, much in the same way as the study conducted by Cheney et
al. (2014) demonstrated. In this study performed by Cheney and colleagues (2014),
the authors investigated studies which observed the use of well-being interventions
with primary and secondary schools in the UK. The inclusion criteria for this
systematic review included studies that had one or more well-being outcomes
measured within the domain of emotional, psychological or social data (Cheney et al.,
2014). The major findings within this systematic review found that interventions had
an effective and beneficial impact on the well-being dynamics of children socially and
emotionally (Cheney et al., 2014). Therefore, I would like to make the statement that
my research study could also add to this field as it found beneficial impact for 6th
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graders in the psychological, physical, cognitive, and social domains of well-being
(Pollard and Lee, 2003).
Themes #3
Modeling. Modeling and self-discloser proved to be a very powerful
pedagogy when conducting a well-being intervention. This research intervention
curriculum I implemented created conditions where modeling and personally
becoming invested within the curriculum allowed reciprocal participation and
experience. The pedogeological practices of meditation, singing and dancing, yoga,
well-being wheel templates, project-based learning, and self-discloser all allowed for
great connection amidst a socially distanced research study.

Figure 35: Self-Disclosing
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This well-being curriculum revealed many of my photos (Figure 35) in the
hope of self-disclosing who I was and making the participants more likely to share
who they were. Cayanus et al., (2009) looked at the relationship between teacher selfdisclosure and student motives to communicate. Cayanus and colleagues (2009) were
attempting to discover the link between self-discloser and student engagement. They
found that the amount of self-discloser and the relevance of self-discloser dimensions
were related to the practical and participatory actions of a student and a participatory
teacher (Cayanus et al., 2009). Therefore, I wanted to create conditions that created a
safe space to share personal information by modeling what it looks like to selfdisclose (Figure 36).
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Figure 36: Igniting Self-Discloser
Modeling became a huge influential technique used within this intervention.
Modeling each aspect of the curriculum whether that be through meditation, yoga,
exercise, or project-based activities was not only helpful to explicitly share with the
participants what I was expecting their work to look like, but also to give them
inspiration that they were not the only ones doing the work.
Schonert-Reichl et al. (2015) conducted a study that utilized a “MINDUP”
curriculum using a social emotional learning contextual lens. The MindUP curriculum
was a straight-forward mindfulness-based SEL curriculum that consisted of 12
lessons taught one time per week, with each lesson being 40–50 min in length
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(Schonert-Reichl et al., 2015). The curriculum relied on modeling breathe activities,
self-regulation, and displaying a positive mood for students (Schonert-Reichl et al.,
2015). Also, the MindUP curriculum possessed pedagogical practices that consisted
of performing acts of kindness for one another and cooperatively participating in
community service education activities (Schonert-Reichl et al., 2015).
I would hope my study can then add to this literature, as my study utilized
pedagogy based on modeling in a well-being intervention in much of the same way as
Schonert-Reichl and colleagues (2015) demonstrated. However, my practice of selfdiscloser was an aspect of instruction that Schonert-Reichl et al. (2015) did not
represent in their study; an aspect of instruction that revealed great worth in the realm
of teaching a well-being intervention to 6th grade participants.
Research Question 4 Themes
What was the significance of the intentional and operational curriculum for the
students in this general? It was critical, as the primary researcher, to attempt to take
the data received and not only find meaning but find purpose. Using the framework
from research question 3, I attempted to make a more universal claim. I attempted to
find answers that determined if this curriculum could be transferable to school
cultures (after-school class settings and virtual settings). I also attempted to find
answers that determined if this curriculum could be transferable to other students
beyond this intervention; universal information and data that I analyzed and
extrapolated to the field, in hopes of making it better.
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Such a process relied on the elements of investigation attached to the
observation guide created by Elliot Eisner, The Ecology of the School. The
dimensions of this framework were composed of 1) the intentional, 2) the structural,
3) the curricular, 4) the pedagogical, and 5) the evaluative (Eisner, 1991). Each of
these dimensions fell under the perspective of educational connoisseurship.
Theme #1
Empathy. A well-being curriculum must take into account the social
emotional learning of participants. Research has shown that SEL is pivotal in playing
a role in impacting crucial life outcomes. In reference to school and more universal
life success, SEL cultivates the ability for individuals to integrate the emotional
intelligence it takes to control their emotions that lead to constructive scholarly and
life outcomes (Jones & Doolittle, 2017). In the beginning of the curriculum, I
communicated to the participants that the curriculum was designed for participants of
all gender, ages, learning abilities, ethnicity, and socioeconomic background.
However, I realized within each lesson that I had to take an inventory of each
student’s well-being and emotional connection to the assignment and activities. For
instance, in the confidence lesson (Figure 37) on day 8, one student was having great
difficulty finding connection to their self-esteem. In this circumstance, a patient and
very empathetic approach was needed from myself in allowing this student space to
interpret and come to terms with their confidence during this lesson.
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Figure 37: An Activity in the Confidence Lesson
The subjective subject matter of well-being is a very personal exploration that
I was respectful and conscious about with each participant. I especially remember
observing perplexing dynamics as students navigated between concepts that posed
challenges to their everyday life. Within these circumstances, my empathy told me to
take it slow as I simply attempted to be a “compass” within my interventionist role.
According to Swartz (2017) there are five types of competencies in relationship to
SEL. Those skills are self-awareness, self-management, social-awareness, relationship
skills, and responsible decision making. Therefore, I wanted to support these students
using SEL techniques that definitely impacted my approach to teaching.
Theme #2
Questions. Making it mandatory for students to ask questions within the
lesson promoted comprehension, engagement, and interest. Students were active
participants early in the intervention for the first three lessons. However, after making
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it mandatory in the 4th lesson and for the rest of the intervention that students had to
ask 2 questions each during the lesson, it took the level of participant participation
from being active to becoming proactive. I immediately started to notice student’s
work to be more thorough, while participants were also observed to be more engaged
and reflective. Also, participants were able to communicate their understanding of
each well-being component to a better extent, as the questions students asked caused
them to go deeper into their understanding of each well-being concept. Questions
included: “Mr. Reggie how do I get self-acceptance?”, “Can you have too much
confidence?”, or “How do you cope with fear?” to name a few. Such a prompt, in the
curriculum, to make questions mandatory also caused the voices of students unheard
to be suddenly heard.
McLeod and Wright (2016) proposed that the awareness of a child’s wellbeing gives a snapshot of the quantifiable traits a student is experiencing in life
(McLeod & Wright, 2016). Therefore, motivating the students to ask questions each
lesson, provided a deeper picture of what the students were potentially grappling with
internally. Well-being is an intricate and sophisticated psychosocial construct (ACU
and Erebus International, 2008), that has been researched significantly in several
specialized fields, such as education, health, and psychology. Therefore, providing
any and all avenues, big or small, and to encourage curiosity through questions
proved to have benefit.
Theme #3
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Autonomous. I discovered that challenging students to be independent and
autonomous was possible in a well-being curriculum. The virtual setting of Zoom
gave students the opportunity to be more autonomous. In the midst of not having the
intervention in person, the participants still were able to demonstrate complete,
thorough, and introspective work. I picked up all of their work at the end of the
intervention due to Covid-19 restrictions, and pleasantly when I reviewed the totality
of their work, it demonstrated an efficient, articulate, and complete product. This
aspect of the intervention gave credence that the participants did not have to be
monitored within a classroom setting by a teacher to produce quality work. In the
future, I would hope to investigate in what ways an interventionist might step away
even more and potentially observe a more autonomous pursuit from participants in a
well-being study.
In the research, there have been many studies that delivered instruction
targeting quality of life, life satisfaction, well-being, wellness, or mindfulness
interventions. Schonert-Reichl et al. (2015) conducted a study that utilized a
“MINDUP” curriculum using a social emotional learning contextual lens. In
compliment to this study, two other studies incorporated a mindfulness curriculum to
guide their intervention (Johnson et al., 2017; Black & Fernando, 2014). Khanna &
Singh (2016) approached their study with a gratitude initiative. Roth et al. (2017) as
well as Suldo et al. (2014) designed studies that used a life satisfaction curriculum to
guide their studies. However, none of the studies mentioned above, conducted their
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study using a virtual platform. A platform that had undeniable distance, but a study
that still achieved results. My study hopefully can add to the research by beginning
the conversation about how to motivate students to seek and develop a “self-help”
mindset and achieve personal gains autonomously.
Limitations
There are going to be latent limitations and weaknesses in every research
study. The purpose behind my study was to investigate the impact of a well-being
intervention, using a well-being curriculum, known as A. B.A.L.A.N.C.E., through a
qualitative analysis. The method of qualitative assessment was framed within the
context of educational criticism and connoisseurship; an evaluative method grounded
in the arts. The educational criticism method was rooted in the process of expressing
the specific qualities of one’s observations, while educational connoisseurship was
rooted in the process of appreciation. The intervention was conducted by an
interventionist, myself, who gave the ten-lesson intervention to six 6th grade students
over a two-week period. This was orchestrated in the purpose of observing how a
well-being curriculum was performed and received over a technological platform
known as Zoom. I, the researcher, was also the author of A. B.A.L.A.N.C.E. This was
a teacher as the researcher study.
One primary limiting facet of this study was I, the researcher and
interventionist, was also the author of the curriculum. I wrote all the individual lesson
plans and then taught each one as well. It was a streamlined process because I knew
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what each lesson demanded, and as I result I prepared each lesson accordingly.
However, it would have been thought-provoking to see what this intervention would
have looked like with a different interventionist. How would they have perceived the
curriculum? Would their intentions have been the same as mine? How would have the
student participants received the curriculum with a different interventionist?
In the future, observing a different interventionist, other than myself, teach this
curriculum certainly would give it greater breadth and depth with the goal of making
a stronger and more purposeful curriculum.
Another limiting factor to this study was the fact that only a small
demographic of students was represented. Due to the COVID-19 restrictions closing
most summer school programs, recruiting participants for this intervention was
lengthy, laborious, and challenging. However, a summer school provider, acting as a
pivotal liaison between myself and the families, offered great assistance in this area.
This liaison was able to help me obtain six 6th grade participants (5 Hispanic, 1
African-American, 3 girls, and 3 boys) for this study. Due to the COVID-19
restrictions I was satisfied with these numbers, however, in the future, I would look to
take the next step in this research by investigating the impact of this well-being
intervention on participants of varying grades, ethnicities, and larger numbers.
Another limiting factor to this study was the length. Although, each of the
eight components of this curriculum were covered, the total time frame this two week
interventional study covered was too short. Each component of the well-being
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curriculum (acceptance, belonging, actualization, life-needs, active, having no fear,
confidence, and helping others) are each very complex topics. Therefore, designing a
curriculum that have lessons designed for more than one specific day and having
follow up lessons, would feel ideal. I would potentially look to implement a
curriculum where each of the 8 components would be presented for a week, and
within that week that component would be presented each day for one hour each day.
This added structure and in-depth exploration would be in the hopes that such a
curriculum would prove to be sufficiently adequate for a student’s needs and
development.
Lastly, this curriculum was limited due to social distancing by having to
conduct the entire curriculum over a Zoom platform. Yes, the Zoom platform offered
positive benefits and impact, however, in my impression, the curriculum would have
been stronger and more impactful if it had been done in person. One crucial element
of the curriculum was the component of belonging. Several students, within this
curriculum, communicated to be missing this certain component of well-being in their
life due to social distancing. Therefore, having the opportunity to do this intervention
in person would have added an interpersonal benefit that no online platform could
have replicated. Also, the component of being active and doing exercise outside,
instead of in the confines of the participant’s bedroom or bathroom, would have also
added greater impact if allowed to be done in person. The curriculum also had
pedagogical methods of teamwork, group projects, in person discussions, artwork,
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stimulating presentations, and singing songs that were diminished to some extent
through an online platform.
Curriculum Critique
Although the curriculum offered benefit and support to the sixth grade
participants involved in the study, I observed some shortcomings within the
curriculum that could be improved for future implementation.
One of the major critiques toward the curriculum I observed was the fact that
some dimensions of the different components of well-being (acceptance, belonging,
actualization, life-needs, active, having no-fear, confidence, and altruistically helping
others) seemed too brief or too shallow. The activities presented to the participants,
although appearing to be relevant and practical, possibly were too thin. Each of these
components of well-being pose great range, complexity, and sophistication to dissect
in the time frame of one hour. It became relevant that each participant had different
levels of connection, comfort, and resistance to each of the different components of
well-being offered within the curriculum.
Therefore, purposefully designing a curriculum with different levels of
differentiated instruction, that not only instructors could choose from, but the
participants themselves could choose from could prove to be quite purposeful. With
this differentiated instruction, it would potentially add a lot more time to the
curriculum development and implementation, but a deeper scope and investigation of
these different components of well-being could prove to be quite valuable for all the
participants involved. Therefore, looking to see how this curriculum could provide
176

deeper analysis and breadth, through enhanced and lengthened material, would be the
next purposeful step in improvement.
Also, another dimension of this curriculum that could be improved, would be
looking to highlight and give more time for the discussion sections of this curriculum.
The discussion section of each lesson plan proved to be a very powerful and
enlightening experience for the participants. I observed within some lessons, the
discussion sections sometimes felt rushed by attempting to complete all facets of the
lesson. However, paying tribute to how powerful these times were during the lesson,
might allow an interventionist to prioritize their importance. Well-being is a very
subjective entity and for students to discuss what it means to them, demonstrated very
truthful and open conversations. Therefore, providing this space and communicating
to students that this space will exist every lesson might prove to be very beneficial for
them, in hopes for the participants to make deep and personal connections.
The last critique of the curriculum would be changing or adding to the
curriculum in the purpose of bringing it to life. What would the components of A.
B.A.L.A.N.C.E. (acceptance, belonging, actualization, life-needs, active, having no
fear, confidence, and helping others) look like if the components went from a book to
a more tangible representation? Sensorially, how would it look? Yes, teaching from a
virtual environment makes such an ambition difficult, but not impossible. Could the
curriculum include: Field trips? Guest speakers? More creative active/exercise
suggestions? Healthy cooking classes? “Make-a-Wish” Requests? Well-being is very
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important to possess as a child, and therefore, attempting to make aesthetic
experiences for students could prove to have very powerful results towards their
fulfillment in life.
I am excited to delve deeper into what such changes could look like in a
practical setting. I am also curious, how such changes could be implemented in a
school setting, an after-school setting, or in a home setting. What resources would be
needed to implement such ideas? Would fundraising in the community be a feasible
option? Could this curriculum be implemented in other environments outside of
education, for instance in a corporate setting? In the end, I would ultimately look to
implement these changes in the process of bringing the curriculum to life, in the hopes
of not only stimulating more student participation, but I would hope such a
curriculum could have a longer, lasting, positive impact.
Further Research
The themes that emerged from this research intervention demonstrate
significant findings for adolescent well-being and education in general. Instructors,
administrative officials, parents, students and individuals involved in the larger field
of well-being might gain knowledge from this well-being intervention that used a
well-being curriculum, known as A. B.A.L.A.N.C.E., through a qualitative analysis.
This dissertation acknowledges that there is an uphill battle pertaining to
implementing well-being into the lives of students. However, our world needs wellbeing. Every individual no matter age, gender, ethnicity, socio-economic background,
occupation, or purpose in life needs the conscious knowledge of what it takes to be
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healthy, fulfilled, and happy in life. White (2016) alludes to a significant problem
facing our society in connection to well-being. White refers to the World Health
Organization making the substantial prediction that there will be a global catastrophe
in correlation to our well-being where, by 2030,
Depression will be the leading burden of disease or that one person commits
suicide every 40 s—more than all the yearly victims of wars and natural
disasters—it appears policies are reluctant to integrate well-being as a driver
between and across community improvement. (White, 2016, para. 7)
It has also been repeatedly found that there are other explicit obstacles
preventing well-being knowledge from finding its way into the lives of students. One
of these obstacles is that there is a lack of interventions to support child and
adolescent well-being. A strong justification for this may be the occurrence that there
is a gap in the research regarding the methods and benefits underlying why
interventions work in given contexts (Coles et al., 2015). As well, schools have yet to
prioritize well-being as part of the main curriculum. White (2016) states that there is a
consensus among administrative officials agreeing on the beneficial qualities of wellbeing, but these same officials fail to make changes at the bureaucratic or systems
level by adding well-being to the main curriculum.
Well-being is an approach that addresses the child/student in a holistic way;
no matter who they are, where they come from, or their limitations or deficiencies.
Well-being celebrates every individual and gives them a hope that they each have a
potential to be realized through the journey of life. Gradually, well-being has slowly
become a “household” name in our modern society, which has become accepted as a
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“valuable” attribute for schools to promote. A student’s well-being has a direct
influence on many dimensions of their educational experience; therefore, it is not only
important for a school to invest in a student’s overall well-being, but one could
contend that it is indeed their obligation and duty.
Therefore, this research study revealed concreate practical benefits to six
different 6th grade participants. All of the themes discussed within this study seem to
have transferability to either a different intervention, after-school setting, practical
classroom setting, or even a home setting with participants of varying age, learning
ability, ethnicity, gender, or socioeconomic background. The next steps to consider,
as a researcher, would be to longitudinally look into how the A. B.A.L.A.N.C.E.
curriculum could impact student lives long term and attempt to measure the “sticking”
power of the curriculum.
Closing Comments and Adding to the Field
No matter where the A. B.A.L.A.N.C.E. curriculum is implemented, it will
cease to be replicated, produced, taught, or instructed in the same way. Every
interventionist will teach from a different past history and every interventionist will
teach with different intentions. Through this paper, I have revealed what my
intentions were as the well-being interventionist, and I have conveyed a multiple
variety of themes that were generated during this study.
However, I fully understand a different well-being interventionist will have
different intentions for this well-being curriculum than I did. Lin and colleagues
(2005) concluded that the discrepancies in instructor’s intentions across distinctive
180

disciplines and between men and women appeared to be an outcome from different
perceptions of teaching philosophies, education, and trainings. In compliment to the
intentions of the interventionist, each student participant will also learn and interpret
this well-being curriculum in their own subjective way in attempts to find pragmatic
significance.
Although, this curriculum does have certain conditions that will guide an
interventionist to teach in a certain way and this curriculum does have certain
conditions that will guide students to learn in a certain way, each intervention will
indeed be unique and different unto itself. A perspective that can be better understood
through the context of the instructional arc. Uhrmacher et al., (2017) revealed that the
instructional arc can be quite useful from the standpoint to find the relationship
between stated intentions in reference to the operational facets of the curriculum.
There is no way to absolutely predict how an interventionist will operate during the
curriculum or how students will receive the curriculum, however, the intentions of
creating certain conditions during the curriculum will hopefully be a common thread
amidst the implementation of this curriculum.
Then observing the operational and received components of the curriculum
among the different interventionists and different sample of students experiencing the
curriculum might or might not offer common themes; however, whatever the results,
they will serve useful in designing and implementing a purposeful curriculum with
the aim of simply creating benefit in the lives of students.
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This research study attempted to use the pertinent information from chapter 2
and discover what I could add to the field of well-being through my research study.
This research study has demonstrated the benefit of a well-being curriculum used with
six 6th grade participants. The purpose of this study was to investigate the impact of a
well-being intervention, using a well-being curriculum, known as A. B.A.L.A.N.C.E.,
through a qualitative analysis. The method of qualitative assessment was framed
within the context of educational criticism and connoisseurship; an evaluative method
grounded in the arts. A study, through meticulous evaluation, that revealed different
benefits a well-being curriculum could offer 6th grade students through a Zoom
setting.
Within this research study I attempted to create a curriculum that could have
practicality in a school setting. In the context of education, there is still a diminutive
amount of interventions developed for children or adolescents in the context of wellbeing. Schools have also resisted making well-being a significant component of the
curriculum. Therefore, my intervention hopefully demonstrated the practicality of
implementing a well-being curriculum in a typical school setting, after-school setting,
or at family homes.
Prominent researchers expressed that a great need in the field would be
creating interventions that are both applicable as they are resourceful in the purpose of
establishing a utility in practical school settings (Johnson et al., 2017). Fundamental
research studies have proven and validated the positive benefits of well-being, but

182

school officials have neglected implementing well-being curriculums into school
agendas; possibly based on the assumption that well-being curriculums are not
available or that it is difficult to implement a well-being curriculum based on
student’s busy schedules.
The world of education is changing before our eyes, going from traditional in
class settings to now using more modern technological platforms. This well-being
curriculum certainly demonstrated that it can be taught over a virtual setting and
students can find benefit from it. I, initially, was hesitant about using this method of
instruction. However, it not only proved to be a successful method, but one that is
very easy and accommodating for students in a variety of different circumstances,
demonstrating that it could be used in a school setting, an afterschool setting, or even
in a home setting.
In alignment with maintaining a high degree of ethical practice and regard for
dedicated research, it is quite necessary to identify the current state of well-being
research for children and adolescents. First, well-being interventions have proven to
have a place in education, but there is still hesitancy from education officials to
implement well-being curriculum into schools. Second, well-being has proven to help
students in many different aspects of their life. Lastly, well-being research is
applicable to everyone regardless of age, race, sex, class, or ability. Therefore, in this
interventional study, constructing my research around 4 methodical research
questions, it certainly revealed the benefit of well-being. Therefore, now the work
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begins where a persistent and dedicated effort will hopefully bring to light how
important a place of well-being belongs in the lives of any and all students.
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Appendix A
Well-Being Student Template
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Appendix B
Well-Being Lesson Plans
LESSON TOPIC:

Lesson 1
Introduction

AIM:

OBJECTIVE:

DO-NOW:
(BELL
WORK)

The first week will introduce
the overview of the curriculum and go
over the conceptual framework of the
course.
Students will be able
to:
 Comprehend expectations of
the intervention
 Comprehend the general 8
concepts of the well-being
curriculum: self-acceptance,
belonging, actualization,
life-needs, active, safety,
confidence, altruism

Seated Meditation for
5 minutes with the students
sitting in a circle. The teacher
will lead a deep inhale and
exhale breathing exercise.
(The Teacher will be
prepped before the lesson how
to lead this activity)
(5 minutes)
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N/A

MINILESSON:

MAIN
ACTIVITY:

 What is a Psychologist?
•
Students will draw Abraham
Maslow in their book
•
Students will share their
drawing.
• (10 minutes)
(The Teacher will be
prepped before the lesson how
to lead this activity)
•
•
 “What Do You Need in life?”
•
Students will create list and
then record their responses in
power point
•

(The Teacher will follow the
Powerpoint Presentation)

•
 Overview the general 8
concepts of the well-being
curriculum (introduction
chapter of the book): selfacceptance, belonging,
actualization, life-needs,
active, safety, confidence,
altruism
•
 Communicate explicitly the
summery of “Well-being
Tips” from (pg. 16) that wellbeing is subjective,
ambiguous, and defined in
each individual’s own unique
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•
•

way. Mr. Gwinn’s curriculum
is simply suggestions that you
can choose to implement into
your life if you feel they
connect.
(The Teacher will follow the
Powerpoint presentation)

(The Teacher will be
prepped before the lesson how
to lead this activity)

•
 The students then will fill out
A. B.A.L.A.N.C.E. template
from (pg. 9) in the curriculum
book.
•
• (template will be provided to
the teacher before the lesson)
•
 The students will sing the
interactive A. B.A.L.A.N.C.E.
song, where students
physically express each
concepts through movement.
•
• (20 minutes).
CLOSING:

 Review 8 concepts of the well-being
curriculum: self-acceptance, belonging,
actualization, life-needs, active, safety,
confidence, altruism
•
• (The Teacher will follow the Powerpoint
Presentation)
(5 minutes)
 Ask the students end of the lesson questions
about how they felt the lesson went based on
scripted questionnaire
(10 minutes)
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ASSESSMENT:
MODIFICATIONS:

MATERIALS:

TECHNOLOGY:

LESSON TOPIC:

 N/A
 Be aware of students with learning
disabilities (for instance: Dyslexia, ADHD,
Non-Verbal Learning Disabilities, Memory,
or others based on school records) and/or
behavioral problems (also supported by
school records or teacher knowledge of the
student)
 As you review 8 concepts of the well-being
curriculum: self-acceptance, belonging,
actualization, life-needs, active, safety,
confidence, altruism differentiate between
the students on depth and complexity of
concepts
A. B.A.LA.N.C.E. book handout
•
•
•
•
•

Computer
Projector
PowerPoint Presentation

Lesson 2
Self-Acceptance

AIM:

This lesson will
revolve around the students
exploring the concept of selfacceptance. Our selfacceptance is influenced by
essentially all the domains of
well-being but falls under the
psychological domain of
well-being. Whereas selfesteem refers to the value we
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place into ourselves, selfacceptance alludes to a far
more encompassing
confirmation of self.

OBJECTIVE

DO-NOW:
(BELL
WORK)

Students will be able
to:
 Students will be able to
consciously grasp the
importance of selfacceptance through personal
and unique explorations
 Students will also
empathically honor the selfacceptance of their
classmates by attentively
listening during the selfacceptance presentations
Seated Meditation for
5 minutes with the students
sitting in a circle. The teacher
will lead deep inhales and
exhales breathing exercises.
(The Teacher will be
prepped before the lesson
how to lead this activity)
(5 minutes)
After, perform and
sing A. B.A.L.A.N.C.E. song
with students with
chorography.
(The Teacher will be
prepped before the lesson
how to lead this activity)
(5 minutes)
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MINILESSON:

 Play song: Be Yourself by The Singing
Lizard - Munchkin Music
 https://www.youtube.com/watch?v=NxzUo
JsXrdU
 (Perform song with choreography and
movement) (5 minutes)
 Afterwards: Debrief for 5 minutes to talk
about the importance of the song, and get
feedback from the students on their
interpretation of its importance
•
• (5 minutes)

MAIN
ACTIVITY:

CLOSING:

 Introduce, through chapter 1
(pg. 20) the importance of
Self-Acceptance
•
• (Follow Power Point
Presentation)
 Introduce Self-Acceptance
Project where students will
write and/or draw ten of their
favorite qualities on a poster
under a self- portrait that
they will draw.
•
• (Follow Power Point
Presentation for Poster
template and directions)
(25 minutes)
 Review the concepts of the well-being
curriculum: self-acceptance and have a
small discussion about its practical
application to the real world.
•
• (Follow Power Point Presentation)
(5 minutes)
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 Ask the students end of the lesson questions
about how they felt the lesson went based
on scripted questionnaire
(10 minutes)
ASSESSMENT:
MODIFICATIONS:

MATERIALS:

TECHNOLOGY:

LESSON TOPIC:



Self-Acceptance Poster

 Be aware of students with learning
disabilities (for instance: Dyslexia, ADHD,
Non-Verbal Learning Disabilities, Memory,
or others based on school records) and/or
behavioral problems (also supported by
school records or teacher knowledge of the
student)
 As you review 8 concepts of the well-being
curriculum self-acceptance differentiate
between the students on depth and
complexity of concepts
A. B.A.L.A.N.C.E. book,
Posters, Computer, Projector,
Journals
•

Computer, Projector, Music

Lesson 3
Belonging

AIM:

The social domain includes
sociological perspectives. Ultimately, all
people have the need to belong to family,
friends, or a community that truly instill a
sense of fulfillment in one’s life.
The need to belong is the desire to
reciprocate feelings of affection and
kindness to and from others. Belonging is
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a strong and instinctual feeling that exists
in human nature.

OBJECTIVES
:

DO-NOW:
(BELL
WORK)

Students will be
able to:
 Students will be able to
consciously grasp the
importance of belonging
through personal and
unique explorations
 Students will do an
interactive activity and a
hands-on assignment in the
hope to foster and promote
this concept of belonging.

Lead the students
through the Yoga sequence
(Sun Salutation A)
(The Teacher will
be prepped before the
lesson how to lead this
activity)
(5 minutes)
Resource:
https://www.yogaoutlet.co
m/guides/how-to-do-sunsalutation-a-in-yoga (5
minutes)
After, perform and
sing A. B.A.L.A.N.C.E.
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song with students with
chorography. (5 minutes)
(The Teacher will
be prepped before the
lesson how to lead this
activity)

MINILESSON:

Watch the award-winning short
film Belonging:
https://www.youtube.com/watch?
v=ZgT-GQvwZ9k
(5 minutes)
Ask the students to write for 5
minutes about their thoughts in their
Journal
(5 minutes)
(Journals will be handed out)

MAIN
ACTIVITY:

 Introduce through activity
the importance of
Belonging:
(Follow the Powerpoint
Presentation)

•
 A student [that will be
prepped the day before]
will self-disclose, as the
teacher, through pictures
on a big poster board who
they “belong” to, as they
communicate to the
students who their family
and friends are; in hopes
the other students will feel
inspired to personally selfdisclose about themselves.
•
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 Students on a big piece of
paper, using chapter 2 (pg.
27), then will draw, color,
or use
o construction paper to
assemble who they
“belong” to.
• (Follow the Power Point
Presentation)
•
 Students will culminate the
assignment by presenting
their posters to one partner
at the end, as their will not
be enough time to share
whole group.
(25 minutes)

CLOSING:

 Review the concepts of the well-being
curriculum belonging and have a small
discussion about its practical application
to the real world.
(Follow the PowerPoint Presentation)
(5 minutes)
 Ask the students end of the lesson
questions about how they felt the lesson
went based on scripted questionnaire
(10 minutes)

ASSESSMENT:
MODIFICATIONS:

 Belonging Project
 Be aware of students with learning
disabilities (for instance: Dyslexia,
ADHD, Non-Verbal Learning
Disabilities, Memory, or others based on
school records) and/or behavioral
problems (also supported by school
records or teacher knowledge of the
student)
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 As you review 1 concepts of the wellbeing curriculum: belonging differentiate
between the students on depth and
complexity of concepts

MATERIALS:

TECHNOLOGY:

LESSON TOPIC:

A. B.A.L.A.N.C.E. book,
Posters, Computer,
Projector, Journals
•

Computer, Projector, Video

Lesson 4
Actualization

AIM:

OBJECTIVES
:

This lesson will revolve around the
students exploring the concept of selfactualization. This domain falls under the
psychological influence. Self-actualization
is vital to our well-being. Our need to have
self-actualization is, as Abraham Maslow
stated, one of the most challenging
components of well-being to fulfill. From a
very young age we should be cultivating our
passions.
Students will be able
to:
 Students will be able to
consciously grasp the
importance of actualization
through personal and unique
explorations
 Students will listen to a
speech and then consciously
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explore their own passions
through an interactive activity

DO-NOW:
(BELL
WORK)

Lead the students
through the Yoga sequence
(Sun Salutation B)
Resource:
https://www.yogaoutlet.com/
guides/how-to-do-sunsalutation-a-in-yoga (5
minutes)
(The Teacher will be
prepped before the lesson
how to lead this activity)

After, perform and
sing A. B.A.L.A.N.C.E. song
with students with
chorography. (5 minutes)
(The Teacher will be
prepped before the lesson
how to lead this activity)

MINILESSON:

 Speak the children about following their
passions.
•
Show them you are a
•
musician and express to
•
them that doing something
•
you love really
•
brings
•
me fulfillment.
(5 minutes)
 Question/Answer period
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(5 minutes)

MAIN
ACTIVITY:

 Introduce through activity of
actualization:
•
 From A. B.A.L.A.N.C.E.
chapter 3 (pg. 42) show the
children a Big list (100
different interests)
•
• (Follow the PowerPoint)
•

(Read the list together with
the students)

•
 Ask students to turn and talk
with a partner and choose 3
interests that really mean
something in their life
•
 Give students a blank weekly
schedule
•
• (Template will be provided)
 Ask the students to write
down their 3 interests on the
schedule, and make a
schedule, in hopes for them to
consciously make time in
their life to pursue their
passions.
(25 minutes)
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CLOSING:

 Review the concepts of the well-being
curriculum actualization and have a small
discussion about its practical application to
the real world.
•
• (Follow the PowerPoint)
(5 minutes)
 Ask the students end of the lesson questions
about how they felt the lesson went based on
scripted questionnaire
(10 minutes)

ASSESSMENT:
MODIFICATIONS:

MATERIALS:
TECHNOLOGY:

LESSON TOPIC:

 Actualization Schedule
 Be aware of students with learning
disabilities (for instance: Dyslexia, ADHD,
Non-Verbal Learning Disabilities, Memory,
or others based on school records) and/or
behavioral problems (also supported by
school records or teacher knowledge of the
student)
 As you review 1 concepts of the well-being
curriculum: actualization differentiate
between the students on depth and
complexity of concepts
A. B.A.L.A.N.C.E. book,
handout, Journals
•

Projector, Music, Computer

Lesson 5
Life Needs
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AIM:

OBJECTIVES
:

DO-NOW:
(BELL
WORK)

This lesson will revolve around
the students exploring the concepts
pertaining to their life-needs. Our
physiological needs are the most
foundational and fundamental qualities
as human-beings. They are largely
influenced by the physical domain of our
well-being. Abraham Maslow argued
this is our most basic need. At the base
of Maslow's hierarchy of human needs
pyramid, we find the physiological level,
which encompasses the basic, yet
essential needs, such as sleep, water, air,
food and shelter.
Students will be
able to:
 Students will be able to
consciously grasp the
importance of Life Needs
through personal and
unique explorations
 Students will be able to
apply the knowledge of
healthy living to their own
unique situations and
circumstances and
hopefully confirm or
modify their actions based
on insight.

Lead the students
through lying down
mediation using yoga
mats. (5 minutes)
(The Teacher will
be prepped before the
lesson how to lead this
activity)
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After, perform and
sing A. B.A.L.A.N.C.E.
song with students with
chorography. (5 minutes)
(The Teacher will
be prepped before the
lesson how to lead this
activity)

MINILESSON:

Have students watch the short
documentary:
 7 Tips for Healthy Living
 https://www.youtube.com/watch?v=eFn4
F4q5fIs
(5 minutes)
 Ask the students to write for 5 minutes
about their thoughts in their journal
(5 minutes)
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MAIN
ACTIVITY:

 A student [prepped the
day before] will lead the
presentation through
worksheet activities
centering on the concept
of Life Needs:
•
• (Pass out handouts)
•
 Using A. B.A.L.A.N.C.E.
book (pg. 49), show and
discuss the importance of
Shelter.
•
• (Follow the PowerPoint
Presentation)
•
 Follow up with an activity
and handout about Shelter
(pg. 50)
•
• (Follow the PowerPoint
Presentation)
 Using A. B.A.L.A.N.C.E.
book, show and discuss
the importance of
Food/Water (pg. 56).
•
• (Follow the PowerPoint
Presentation)
•
 Follow up with an activity
and handout about
Food/Water.
•
 Using A. B.A.L.A.N.C.E.
book (pg. 51), show and
discuss the importance of
Air.
•
•
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 Using A. B.A.L.A.N.C.E.
book follow up with an
activity and handout about
Air
•
 Using A. B.A.L.A.N.C.E.
book, show the discuss the
importance of Sleep (pg.
53).
•
•
 Follow up with an activity
and handout about Sleep
(25 minutes)

CLOSING:

ASSESSMENT:

 Review the concepts of the well-being
curriculum life needs and have a small
discussion about its practical application
to the real world.
•
• (Follow the PowerPoint
Presentation)
•
(5 minutes)
 Ask the students end of the lesson
questions about how they felt the lesson
went based on scripted questionnaire
(10 minutes)
 . A. B.A.L.A.N.C.E. book,
handouts
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MODIFICATIONS:

 Be aware of students with learning
disabilities (for instance: Dyslexia,
ADHD, Non-Verbal Learning
Disabilities, Memory, or others based on
school records) and/or behavioral
problems (also supported by school
records or teacher knowledge of the
student)
 As you review 1 concepts of the wellbeing curriculum: Life Needs
differentiate between the students on
depth and complexity of concepts

MATERIALS:

•

A. B.A.L.A.N.C.E.
book, Handouts,
Computer,
Projector, Journals

TECHNOLOGY:

•

Computer, Projector, Video

LESSON

Lesson 6

TOPIC:

Active (remind the students to
wear tennis shoes and gym clothes)

AIM:

This lesson will revolve around
the students exploring the concept of
fitness. Resting in the physical domain of
well-being is our need to be active. Selfdetermination theory provides a useful
framework for understanding children and
adolescents' motivation for physical
activity (Owen and al., 2014).
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OBJECTIVES:

DO-NOW:
(BELL WORK)

Students will be
able to:
 Students will be able to
consciously grasp the
importance of being active
through personal and
unique explorations
 Students will discover
and/or confirm their
knowledge about the
benefits of exercise with
the intention for them to
apply this knowledge to
their daily life.
•
Lead the students
through a stretching
sequence and speak about
the benefits of stretching
(5 minutes)
(The Teacher will
be prepped before the
lesson how to lead this
activity)

After, perform and
sing A. B.A.L.A.N.C.E.
song with students with
chorography. (5 min)
(The Teacher will
be prepped before the
lesson how to lead this
activity)

MINILESSON:

 Through a PowerPoint Presentation go
over the 20 benefits of exercise with the
kids
(10 minutes)
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MAIN
ACTIVITY:

 The students
collaboratively will design
a workout program to do
for 20 minutes with music
(5min design time)
•
 They can choose from
pushups, sit-ups, jogging in
place, jumping jacks,
burpees, mountain
climbers, wall-sits, skiers,
ice-skaters, squats, hi
knees, butt kicks, jump
squats, rodeo jumps, or
their own invention.
•
 The students do the work
out circuit
• (20 minutes)
(The Teacher will
be prepped before the
lesson how to lead this
activity)
(25 minutes)

CLOSING:

 Review the concepts of the well-being
curriculum active and have a small
discussion about its practical application
to the real world.
•
(Follow the Power Point Presentation)
(5 minutes)
 Ask the students end of the lesson
questions about how they felt the lesson
went based on scripted questionnaire
(10 minutes)

ASSESSMENT:

 N/A
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MODIFICATIONS:

 Be aware of students with learning
disabilities (for instance: Dyslexia,
ADHD, Non-Verbal Learning
Disabilities, Memory, or others based on
school records) and/or behavioral
problems (also supported by school
records or teacher knowledge of the
student)
 As you review 1 concepts of the wellbeing curriculum: actualization
differentiate between the students on
depth and complexity of concepts

MATERIALS:

•

A. B.A.L.A.N.C.E.
book

TECHNOLOGY:

•

Music for outside, Computer,
Projector

Lesson 7

LESSON TOPIC:

Safety
AIM:

This lesson will revolve
around the students exploring the
many dimensions of safety. A
complex component of a child’s
well-being is their safety. Feeling
safe in many aspects of our life is
very important to us as humans.
Feeling safe is the ultimate goal of
psychotherapy or any other means
of self-exploration (Livingstone,
2013). Safety is situated in the
physical domain but can also be
said to be influenced by the
psychological, cognitive, social,
and especially the economic
domain of well-being.
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OBJECTIVES:

DO-NOW:
(BELL WORK)

Students will
be able to:
 Students will be able
to consciously grasp
the importance of
being safe through
personal and unique
explorations
 Students will
discover and/or
confirm their
knowledge about the
benefits of safety
with the intention for
them to apply this
knowledge to their
daily life through the
comprehension that
safety exists in many
facets of life.
 Have students write
in their journal about
a time they felt safe
and why that was. (5
minutes)
•
 After, perform and
sing A.
B.A.L.A.N.C.E.
song with students
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•
•

with chorography.
(5 minutes)

(The Teacher
will be prepped
before the lesson
how to lead this
activity)

MINI-LESSON:

MAIN ACTIVITY:

 Watch short kid movie:
 Kids Safety
• https://www.youtube.com/watch?v
=Pr9YntO7V1U
(5 minutes)
 A small discussion will follow
where students will make a list on
the big board about any concept(s)
the movie left out.
•
• (markers will be provided)
(5 minutes)
 Through 2 different
activities allow
students to explore
the different
concepts of safety:
•
(The Teacher
will be prepped
before the lesson
how to lead this
activity)
•
•
 Role-play 3 different
scenarios of safety
with the students,
(asking them for
volunteers in this
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theatrical
presentation)
 After each roleplaying each
scenario discuss
impact, application,
and significance.
•
 Then in a
PowerPoint
presentation discuss
the role of financial
security and the role
it plays in life
•
•
 Show the kids the
movie: Financial
Literacy for Kids
(How to Help Kids
save Money)
• (4:55 minutes)
• https://www.youtube
.com/watch?v=Pr9Y
ntO7V1U
•
• (25 minutes)
CLOSING:

 Review the concepts of the wellbeing curriculum safety and have a
small discussion about its practical
application to the real world.
•
• (Follow the PowerPoint)
(5 minutes)
 Ask the students end of the lesson
questions about how they felt the
lesson went based on scripted
questionnaire
(10 minutes)
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ASSESSMENT:
MODIFICATIONS:

MATERIALS
:

TECHNOLOGY:

 N/A
 Be aware of students with learning
disabilities (for instance: Dyslexia,
ADHD, Non-Verbal Learning
Disabilities, Memory, or others
based on school records) and/or
behavioral problems (also
supported by school records or
teacher knowledge of the student)
 As you review 1 concepts of the
well-being curriculum: Safety
differentiate between the students
on depth and complexity of
concepts
A.
B.A.L.A.N.C.E.
book, Journals,
Computer, Projector,
•

Computer, Projector,
Movies

Lesson 8

LESSON TOPIC:

Confidence
AIM:

This lesson will
revolve around the students
exploring the many
dimensions of confidence.
Our confidence finds a
foundation in the
psychological domains.
Studies have fueled the
perspective children and
adolescents with low selfesteem tend to perform below
their potential academically
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(cognitive domain) and their
social (social domain) skills
are limited. Confidence in
one’s own culture also proves
to be very influential to one’s
well-being as well.

OBJECTIVES:

DO-NOW:
(BELL WORK)

Students will
be able to:
 Students will be able
to consciously grasp
the importance of
being confident
through personal and
unique explorations
 Students will
discover and/or
confirm their
knowledge about the
benefits of
confidence through
discussion, song, and
an interactive game.
 Have students write
in their journal about
a time they took a
risk, and how they
felt through the
process. (5 minutes)
•
 After, perform and
sing A.
B.A.L.A.N.C.E. song
with students with
chorography. (5
minutes)
•
234

•
MINI-LESSON:

(The Teacher
will be prepped
before the lesson how
to lead this activity)

 With Music:
•

Speak 33 POSITIVE
AFFIRMATIONS FOR KIDS
SELF ESTEEM

•

https://www.youtube.com/watch?v=
Ud_eeFkzH4w
(10 minutes)

MAIN ACTIVITY:

CLOSING:

 Through game allow
students to explore
the concept of
confidence using A.
B.A.L.A.N.C.E. book
(pg. 93):

 Review the concepts of the wellbeing curriculum confidence and
have a small discussion about its
practical application to the real
world.
•
• (Follow PowerPoint Presentation)
(5 minutes)
 Ask the students end of the lesson
questions about how they felt the
lesson went based on scripted
questionnaire
(10 minutes)
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ASSESSMENT:
MODIFICATIONS:

MATERIALS:

TECHNOLOGY:

 Tick-Tac Toe Risk
Game Score Card
 Be aware of students with learning
disabilities (for instance: Dyslexia,
ADHD, Non-Verbal Learning
Disabilities, Memory, or others
based on school records) and/or
behavioral problems (also supported
by school records or teacher
knowledge of the student)
 As you review 1 concepts of the
well-being curriculum: Safety
differentiate between the students
on depth and complexity of
concepts
•

Computer,
Projector,
Tick-Tac Toe
Risk Game
Directions,
Score Card,
A.
B.A.L.A.N.C.
E. book

•

Computer, Projector, Music

Lesson 9

LESSON TOPIC:

Altruism
AIM:

This lesson will revolve
around the students exploring the
concept of altruism. Residing in our
psychosocial perspective is our call
to help and reach out in our
communities.
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OBJECTIVES:

DO-NOW:
(BELL WORK)

MINI-LESSON:

Students will
be able to:
 Students will be able
to consciously grasp
the importance of
altruism through
personal and unique
explorations
 Students will discover
and/or confirm their
knowledge about the
benefits of altruism
through a community
service project
 Have students write
in their journal about
a time they helped
someone and how it
made them feel. (5
minutes)
•
 After, perform and
sing A.
B.A.L.A.N.C.E. song
with students with
chorography. (5
minutes)
(The Teacher
will be prepped
before the lesson how
to lead this activity)
 Sing Song:
About Helpfulness
(song for kids about helping others)
•

https://www.youtube.com/watch?v=
2JuaPK4ReHA
(10 minutes)
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MAIN ACTIVITY:

 Fill out how students
can help this world on
p. 101 and then go
over the Wizard vs
Lizard framework
p.105
(25 minutes)
•

CLOSING:

Discuss how it’s
important to help
other people, but it is
also very important to
help yourself first.
(25 minutes)

 Review the concepts of the wellbeing curriculum altruism and have
a small discussion about its practical
application to the real world.
(5 minutes)
 Ask the students end of the lesson
questions about how they felt the
lesson went based on scripted
questionnaire
(10 minutes)

ASSESSMENT:
MODIFICATIONS:

 Care Package
 Be aware of students with learning
disabilities (for instance: Dyslexia,
ADHD, Non-Verbal Learning
Disabilities, Memory, or others
based on school records) and/or
behavioral problems (also supported
by school records or teacher
knowledge of the student)
 As you review 1 concepts of the
well-being curriculum: Safety
differentiate between the students on
depth and complexity of concepts
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MATERIALS

•

Computer,
Projector,
Donated
Goods, Paper
Bags, Journals

TECHNOLOGY:

•

Computer, Projector,
Music

:

LESSON TOPIC:

Lesson 10
Conduct Curriculum Review

AIM:

Review the curriculum and go
Over the key finding of the
intervention.

OBJECTIVES:

Students will be able to:
Review the general 8 concepts
of the well-being curriculum:
self-acceptance, belonging,
actualization, life-needs,
active, safety, confidence,
altruism

DO-NOW:
(BELL WORK)

Seated Meditation for 5 minutes
with the students sitting in a
circle. The teacher will lead
a deep inhale and exhale
breathing exercise.
(The Teacher will be
prepped before the lesson
how to lead this activity)
(5 minutes)
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MINI-LESSON:

Have the students journal about
their
favorite session
(10 minutes)

MAIN ACTIVITY:

Review the general 8 concepts of
the well-being curriculum:
self-acceptance,
belonging, actualization,
life-needs, active,
safety, confidence, altruism
with PowerPoint
presentation and interactive
physical activity where students
physically express each concepts t
through movement aided by
curriculum handout that
show movement and action
correlated to each concept.
Communicate explicitly
the summery of “Well-being
Tips” from (pg. 16) that
well-being is subjective,
ambiguous, and defined in
each individual’s own unique
way.
Mr. Gwinn’s curriculum is
simply suggestions that you
can choose to implement into
your life if you feel they connect.
(Follow the PowerPoint
Presentation)
(15 minutes)
Make longitudinal goals with the
kids
(10 minutes)
(Follow the PowerPoint
Presentation and use the handout)
Ask the students end of the
lesson questions about how
they felt the lesson went based
on scripted questionnaire
240

(10 minutes)

CLOSING:

Sing A. B.A.L.A.N.C.E. song
(The Teacher will be prepped
before the lesson how to
lead this activity)
Thank the children for their
participation (10 minutes)

ASSESSMENT:

N/A

MODIFICATIONS:

Be aware of students
with learning disabilities
(for instance: Dyslexia, ADHD,
Memory, or others
based on school records)
and/or behavioral problems
(also supported by school records
or teacher knowledge of the
student)
As you review 8 concepts of
the well-being curriculum:
self-acceptance, belonging,
actualization, life-needs,
active, safety, confidence,
altruism differentiate
between the students on depth
and complexity of concepts
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MATERIALS:

A. B.A.L.A.N.C.E.
book, handouts, journals
Projector, Computer,
music

TECHNOLOGY:

Appendix C

Fidelity Check Lists

LESSON TOPIC:

Lesson 1
 Overview

AIM:

OBJECTIVES:

 Introduce the overview of the curriculum
and go over the conceptual framework of the
course.
Students will be able
to:
 Go over expectations and
overview of the intervention
 Comprehend the general 8
concepts of the well-being
curriculum: self-acceptance,
belonging, actualization,
life-needs, active, safety,
confidence, altruism
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DO-NOW:
(BELL WORK)

Seated Meditation for 5
minutes with the students
sitting in a circle. The teacher
will lead a deep inhale and
exhale breathing exercise.
(5 minutes)
Was the objective
present or not present:
Yes ____
(place an x)
No ____
(place an x)
Comments:

MINI-LESSON:

N/A
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MAIN
ACTIVITY:

 What is a Psychologist?
•
Students will draw Abraham
Maslow in their book
•
Students will share their
drawing.
• (10 minutes)
(The Teacher will be
prepped before the lesson how
to lead this activity)
•
Was the objective
present or not present:
Yes ____
(place an x)
No ____
(place an x)
Comments:

•
 “What Do You Need in life?”
•
-Students
will create list and then record their
responses in power point
Was the objective
present or not present:
Yes ____
(place an x)
No ____
(place an x)
Comments:
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 Overview the general 8 concepts of the
well-being curriculum: selfacceptance, belonging, actualization,
life-needs, active, safety, confidence,
altruism with PowerPoint presentation.
The students will fill out template.
Then sing the A. B.A.L.A.N.C.E. song
and do interactive physical activity
where students physically express each
concepts through movement aided by
curriculum handout that show
movement and action correlated to
each concept. (20 minutes)
Was the objective
present or not present:
Yes ____
(place an x)
No ____
(place an x)
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CLOSING:

 Review 8 concepts of the well-being
curriculum: self-acceptance,
belonging, actualization, life-needs,
active, safety, confidence, altruism
(5 minutes)

Was the objective present or
not present:
Yes ____
(place an x)
No ____
(place an x)
Comments:

 Ask the students end of the lesson questions
about how they felt the lesson went based on
scripted questionnaire
(10 minutes)
Was the objective present or
not present:
Yes ____
(place an x)
No ____
(place an x)
Comments:

246

ASSESSMENT:
MODIFICATIONS:



N/A

 Be aware of students with learning
disabilities (for instance: Dyslexia, ADHD,
Non-Verbal Learning Disabilities, Memory,
or others based on school records) and/or
behavioral problems (also supported by
school records or teacher knowledge of the
student)
 As you review 8 concepts of the well-being
curriculum: self-acceptance, belonging,
actualization, life-needs, active, safety,
confidence, altruism differentiate between
the students on depth and complexity of
concepts

MATERIALS:

A. B.A.L.A.N.C.E. book

TECHNOLOGY:

1. Projector
2. PowerPoint Presentation

LESSON
TOPIC:

Lesson 2

A
I
M
:

This lesson will revolve around the students
exploring the concept of self-acceptance.
Our self-acceptance is influenced by
essentially all the domains of well-being but
falls under the psychological domain of
well-being. Whereas self-esteem refers
to the value we place into ourselves,
self-acceptance alludes to a far more
encompassing confirmation of self.

Self-Acceptance
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O
B
J
E
C
T
I
V
E
S
:

D
O
N
O
W
:
(
B
E
L
L
W
O
R
K
)

Students will be able to:
 Students will be able to consciously grasp
•
the importance of selfacceptance
•
through personal and
unique explorations
 Students will also empathically honor the
•
self-acceptance of their
classmates by
•
attentively listening during
the
•
self-acceptance
•
presentations
Seated Meditation for 5 minutes with the
students sitting in a circle.
The teacher will lead deep inhales and
exhales breathing exercises.
(5 minutes)
Was the objective present or not present:
Yes ____
(place an x)
No ____
(place an x)
Comments:
After, perform and sing A. B.A.L.A.N.C.E.
song with students with chorography. (5 min)
Was the objective present or not present:
Yes ____
(place an x)
No ____
(place an x)
Comments:
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M
I
N
I
L
E
S
S
O
N
:

 Play song: Be Yourself by The
•
Singing Lizard - Munchkin Music
 (do the song with choreography and
•
movement)
• (5 minutes)

Was the objective present or not present:
Yes ____
(place an x)
No ____
(place an x)
Comments
 Afterwards: Debrief for 5 minutes to talk
•
about the importance of the song, and
•
get feedback
•
from the students on their interpretation of its
•
importance
•
• (5 minutes)
Was the objective present or not present:
Yes ____
(place an x)
No ____
(place an x)
Comments:
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M
A
I
N
A
C
T
I
V
I
T
Y
:

 Introduce, through A.B.A.L.A.N.C.E.
•
book chapter, the
importance of
•
Self-Acceptance
 Introduce Self-Acceptance Project where
Students will write and/or draw ten
of their favorite qualities on a poster under
a self-portrait that they will draw.
(25 minutes)
Was the objective present or not present:
Yes ____
(place an x)
No ____
(place an x)
Comments:
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C
L
O
S
I
N
G
:

 Review the concept of the well-being
•
curriculum: self-acceptance
(5 minutes)

Was the objective present or not present:
Yes ____
(place an x)
No ____
(place an x)
Comments:

 Ask the students end of the lesson
 questions about how they felt the lesson
went based on scripted questionnaire
(10 minutes)
Was the objective present or not present:
Yes ____
(place an x)
No ____
(place an x)
Comments:

A
S
S
E



Self-Acceptance Poster
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S
S
M
E
N
T
:
M
O
D
I
F
I
C
A
T
I
O
N
S
:
M
A
T
E
R
I
A
L
S
:
T
E
C
H
N
O
L
O
G

 Be aware of students with learning
•
Memory, or others based on school records)
•
and/or behavioral problems
•
(also supported by school records or
•
teacher knowledge of the student)
 As you review 8 concepts of the well-being
•
curriculum self-acceptance differentiate
•
between the students on depth and
•
complexity of concepts

A. B.A.L.A.N.C.E. book, Posters, Computer, Projector

•

Computer, Projector, Music
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Y
:

LESSO
N
TOPIC:
AI
M:

O
BJ
E
C
TI
V
ES
:

Lesson 3
Belonging
The social domain includes
sociological
perspectives. Ultimately,
all people have the need to belong to
family, friends, or a community that
truly instill a sense of fulfillment in
one’s life.
The need to belong is the desire to
reciprocate
feelings of affection and kindness to
and from
others. Belonging is a strong and
instinctual feeling
that exists in human nature.
Students will be able to:
 Students will be able to consciously grasp
•
the importance
of belonging through personal
•
and unique
explorations
 Students will do an interactive activity
•
and a hands-on
assignment in the
•
hope to foster
and promote this
•
concept of
belonging.
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\D
ON
O
W
:
(B
E
L
L
W
O
R
K)

Lead the students through the
Yoga sequence (Sun Salutation A)
Resource:
(5 minutes)
Was the objective present or not
present:
Yes ____
(place an x)
No ____
(place an x)
Comments:

After, perform and sing
A. B.A.L.A.N.C.E. song with
students with chorography. (5 min)
Was the objective present or not
present:
Yes ____
(place an x)
No ____
(place an x)
Comments:
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M
IN
IL
ES
S
O
N:

Watch the award-winning short film
Belonging:
(5 minutes)
Was the objective present or not
present:
Yes ____
(place an x)
No ____
(place an x)
Comments:

Ask the students to write
for 5 minutes about their thoughts
in their Journal
(5 minutes)
Was the objective present or not
present:
Yes ____
(place an x)
No ____
(place an x)
Comments:
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M
AI
N
A
C
TI
VI
T
Y:

 Introduce through activity the importance of
Belonging:
•
 A student [that will be prepped the day
before] will self-disclose, as the teacher,
through pictures on a big poster board
who they “belong” to,
as they communicate to the students who
their family and friends are in hopes the
other
students will feel inspired to personally
self-disclose about themselves.
•
 Students on a big piece of paper, using A.
B.A.L.A.N.C.E. book, then will
•
draw, color, or
use
•
construction
paper to assemble
•
who they
“belong” to.

 Students will culminate the
256

•
presenting
•
one partner
•
their will not be
•
share whole group.
(25 minutes)

assignment by
their posters to
at the end, as
enough time to

Was the objective present or not
present:
Yes ____
(place an x)
No ____
(place an x)
Comment
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C
L
O
SI
N
G:

 Review the concept
•
of the well-being curriculum:
belonging
(5 minutes)

Was the objective present or not
present:
Yes ____
(place an x)
No ____
(place an x)
Comments:

 Ask the students end of the
lesson questions about how
they felt the lesson went based on
scripted questionnaire
(10 minutes)
Was the objective present or not
present:
Yes ____
(place an x)
No ____
(place an x)
Comments:
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A
SSESSM
ENT:
MODIFI
CATION
S:

M
A
T
E
RI
A
LS
:
TECHN
OLOGY:

L
E
S

 Belonging Project

 Be aware of students with
•
learning disabilities (for instance:
•
Dyslexia, ADHD,
•
Memory, or others based on school
records)
•
and/or behavioral problems
•
(also supported by school records or
•
teacher knowledge of the student)
 As you review 1 concepts of the well-being
•
curriculum: belonging differentiate
between
•
the students on depth and
complexity
•
of concepts
•

A. B.A.L.A.N.C.E. book, Posters,
Computer, Projector

•

Computer, Projector, Video

Lesson 4
Actualization
259

S
O
N
T
O
PI
C
:
A
I
M
:

This lesson will revolve around the
students exploring the concept of
self-actualization. This domain falls
under the psychological influence.
Self-actualization is vital to our
well-being. Our need to have
self-actualization is, as Abraham Maslow
stated, one of the most challenging
components of well-being to fulfill.
From a very young age we should be
cultivating our passions.

O
B
J
E
C
T
I
V
E
S
:

Students will be able to:
 Students will be able to consciously
•
grasp the importance
of actualization
•
through personal and
unique explorations
 Students will listen to a speech and then
•
consciously explore
their own passions
•
through an interactive
activity

260

D
O
N
O
W
:
(
B
E
L
L
W
O
R
K
)

Lead the students through the
Yoga sequence (Sun Salutation B)

(5 minutes)
Was the objective present or not present:
Yes ____
(place an x)
No ____
(place an x)
Comments:

After, perform and sing A.
B.A.L.A.N.C.E.
song with students with chorography. (5
min)
Was the objective present or not present:
Yes ____
(place an x)
No ____
(place an x)
Comments:
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M
I
N
I
L
E
S
S
O
N
:

 Speak the children about following
their passions. Show them you
are a musician
•
that doing something you love
•
really brings me fulfillment.
•
•

(5 minutes)
Was the objective present or not present:
Yes ____
(place an x)
No ____
(place an x)
Comments:

 Question/Answer period
(5 minutes)
Was the objective present or not present:
Yes ____
(place an x)
No ____
(place an x)
Comments:
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M
A
I
N
A
C
T
I
V
I
T
Y
:

 Introduce through activity of
actualization:
•
 Using A. B.A.L.A.N.C.E. book
•
show the children a
Big list
•
(100 different
interests)
 Read the list together
 Ask students to turn and talk with
a partner and choose 3 interests that
really mean something in their life
 Using A. B.A.L.A.N.C.E. book,
students will find a blank weekly
schedule
 Ask them to write down their 3 interests
on the schedule in hopes for them to
consciously make time in their life
to pursue their passions.
(25 minutes)
Was the objective present or not
present:
Yes ____
(place an x)
No ____
(place an x)
Comments:
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C
L
O
S
I
N
G
:

 Ask the students end of the ‘
lesson questions about how they
felt the lesson went based on scripted
questionnaire
(5 minutes)
Was the objective present or
not present:
Yes ____
(place an x)
No ____
(place an x)
Comments:

AS
SE
SS
ME
NT
:
M
O
DI
FI
C
A
TI
O
NS
:

 Actualization Schedule

 Be aware of students with learning
•
disabilities (for instance:
Dyslexia,
•
ADHD, Memory, or others
based
•
on school records) and/or behavioral
•
problems (also supported by school
•
records or teacher knowledge
of the student)
 As you review 1 concepts of the
well-being

264

•
curriculum: actualization differentiate
between
•
the students on depth and
complexity of
•
concepts

M
A
T
E
R
I
A
L
S
:
TE
C
H
N
O
L
O
G
Y:

LESS
ON
TOPI
C:

•

Schedule handout

•

Projector, Music, Computer

Lesson 5
Life Needs

265

A
I
M
:

O
B
J
E
C
T
I
V
E
S
:

This lesson will revolve around
the
students exploring the concepts
pertaining
to their life-needs. Our
physiological needs
are the most foundational and
fundamental
qualities as human-beings. They
are largely
influenced by the physical
domain of our
well-being. Abraham Maslow
argued this
is our most basic need. At the
base of
Maslow's hierarchy of human
needs pyramid,
we find the physiological level,
which encompasses the basic,
yet essential needs, such as sleep,
water, air, food and shelter.
Students will be able to:
 Students will be able to consciously
grasp
•
\the
importance of Life Needs through
•
personal
and unique explorations
 Students will be able to apply the
knowledge
•
of
healthy living to their own
•
unique
situations and circumstances and
hopefully confirm or modify their
actions based on insight.
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D
O
N
O
W
:
(
B
E
L
L
W
O
R
K
)

Lead the students through lying
down mediation using yoga mats.
(5 minutes)
Was the objective present or not
present:
Yes ____
(place an x)
No ____
(place an x)
Comments:

After, perform and sing A.
B.A.L.A.N.C.E.
song with students with chorography.
(5 min)
Was the objective present or not
present:
Yes ____
(place an x)
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M
I
N
I
L
E
S
S
O
N
:

Have students watch the short
documentary:
7 Tips for Healthy Living
https://www.youtube.com/watc
h?v=eFn4F4q5fIs
(5 minutes)
Was the objective present or not
present:
Yes ____
(place an x)
No ____
(place an x)
Comments:

Ask the students to write for 5
minutes about their thoughts in their
journal
(5 minutes)
Was the objective present or not
present:
Yes ____
(place an x)
No ____
(place an x)
Comments:
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M
A
I
N
A
C
T
I
V
I
T
Y
:

 A student [prepped the day before] will
lead the presentation through activities
•
the concept of
Life Needs:
•
 Using A. B.A.L.A.N.C.E.
•
book, show
and discuss the
•
importance of
Shelter.
 Follow up with an activity and
•
handout about
Shelter
 Using A. B.A.L.A.N.C.E. book,
•
show and
discuss the importance of Food/Water.
 Follow up with an activity and
•
handout about
Food/Water.
 Using A. B.A.L.A.N.C.E. book,
•
show and
discuss the importance of
•
Air.
 Follow up with an activity and
•
handout about
Air
 Using A. B.A.L.A.N.C.E. book,
•
show the
discuss the importance
•
of Sleep.
 Follow up with an activity and
•
handout about
Sleep
(25 minutes)
Was the objective present or not
present:

Yes ____
(place an x)
269

No ____
(place an x)
Comments:

270

C
L
O
S
I
N
G
:

 Review the concepts of the
•
well-being curriculum life needs
•
and have a small discussion
about its
•
practical application to the real
world.
(5 minutes)
 Ask the students end of the lesson
questions
about how they felt the lesson went
based on scripted questionnaire
(10 minutes)
Was the objective present or not
present:
Yes ____
(place an x)
No ____
(place an x)
Comments:

ASSES
SMEN
T:

 A. B.A.L.A.N.C.E. workbook

271

MODI
FICAT
IONS:

M
A
T
E
R
I
A
L
S
:
TECH
NOLO
GY:

L
E
S
S
O
N
T
O
PI
C
:

 Be aware of students with learning
 disabilities (for instance: Dyslexia,
•
ADHD,, Memory, or others based on
•
school records) and/or behavioral
problems
•
(also supported by school records
•
or teacher knowledge of the student)
 As you review 1 concepts of the
•
well-being curriculum: Life Needs
•
differentiate between the students
•
on depth and complexity of concepts
A. B.A.L.A.N.C.E. book,
•
mputer, Projector,

•

Co

Computer, Projector, Video

Lesson 6
Active (remind the students to wear
tennis shoes and gym clothes the day
before)

272

A
I
M
:

This lesson will revolve around the students
exploring the concept of fitness.
Resting in the physical domain of well-being
is our need to be active.
Self-determination theory provides a useful
framework for understanding
children and adolescents' motivation for
physical activity (Owen and al., 2014).

O
B
J
E
C
T
I
V
E
S
:

Students will be able to:
 Students will be able to consciously grasp
•
the importance of
being active through personal and unique
explorations
 Students will discover and/or confirm
•
their knowledge
about the benefits of exercise with the
intention for them to apply this knowledge
•
to their daily life.
•

D
O
N
O
W
:
(
B
E
L
L
W
O
R
K
)

Lead the students through a stretching
sequence and speak about the benefits
of stretching
(5 minutes)
Was the objective present or not
present:
Yes ____
(place an x)
No ____
(place an x)
Comments:

273

After, perform and sing A.
B.A.L.A.N.C.E.
song with students with chorography.
(5 min)
Was the objective present or not
present:
Yes ____
(place an x)
No ____
(place an x)
Comments:
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M
I
N
I
L
E
S
S
O
N
:

 Through a PowerPoint Presentation
•
go over the 20 benefits of exercise with
•
the kids
(10 minutes)
Was the objective present or not present:
Yes ____
(place an x)
No ____
(place an x)
Comments:
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M
A
I
N
A
C
T
I
V
I
T
Y
:

 The students collaboratively will design a
workout program to do for 20 minutes
with music
•
• (5min design time)
•
 They can choose from pushups,
•
sit-ups,
jogging in place, jumping
•
jacks, burpees,
mountain climbers,
•
wall-sits,
skiers, ice-skaters,
•
squats, hi
knees, butt kicks,
•
jump squats,
rodeo jumps,
•
or their own
invention.
•
 The students do the work out circuit
• (20 minutes)
(25 minutes)
Was the objective present or not
present:
Yes ____
(place an x)
No ____
(place an x)
Comments:

276

C
L
O
S
I
N
G
:

 Review the concepts of the
•
well-being curriculum active
•
and have a small discussion
•
about its practical application to the
•
real world.
(5 minutes)
Was the objective present
or not present:
Yes ____
(place an x)
No ____
(place an x)
Comments:

 Ask the students end of the lesson questions
about how they felt the lesson
went based on scripted questionnaire
(10 minutes)
Was the objective present or not present:
Yes ____
(place an x)
No ____
(place an x)
Comments:
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AS
SE
SS
ME
NT
:
M
O
DI
FI
C
A
TI
O
NS
:

 N/A

 Be aware of students with learning
•
disabilities (for instance: Dyslexia,
ADHD,
•
Non-Verbal Learning Disabilities,
•
Memory, or others based on school
•
records) and/or behavioral problems
•
(also supported by school records or
•
teacher knowledge of the student)
 As you review 1 concepts of the
well-being curriculum: actualization
differentiate between the students
•
on depth and complexity of concepts
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M
A
T
E
R
I
A
L
S
:
TE
C
H
N
O
L
O
G
Y:

L
E
S
S
O
N
T
O
PI
C
:

A. B.A.L.A.N.C.E. book,
Hand-Ball, Soccer Ball, and
Boundary Markers

•
•

Music for outside, Projector,
Computer

Lesson 7
Safety

279

A
I
M
:

O
B
J
E
C
T
I
V
E
S
:

This lesson will revolve
around the students exploring the
many dimensions of safety.
A complex component of a child’s
well-being is their safety.
Feeling safe in many aspects of our
life is very important to us as
humans. Feeling safe is the ultimate
goal of psychotherapy or
any other means of self-exploration
(Livingstone, 2013).
Safety is situated in the physical
domain but can also be said to be
influenced by the psychological,
cognitive, social, and especially
the economic domain of well-being.

Students will be able to:
 Students will be able to consciously
•
grasp the
importance of being
•
safe through
personal and unique
•
explorations
 Students will discover and/or confirm
•
their
knowledge about the benefits
•
of safety with
the intention for them to
•
apply this
knowledge to their daily life
•
through the
comprehension that safety exists in many
facets of life.
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D
O
N
O
W
:
(
B
E
L
L
W
O
R
K
)

 Have students write in their journal
•
about a time,
they felt safe and why that
•
was.
(5 minutes)
Was the objective present or not
present:
Yes ____
(place an x)
No ____
(place an x)
Comments:

After, perform and sing A.
B.A.L.A.N.C.E. song with students with
chorography. (5 min)
Was the objective present or not
present:
Yes ____
(place an x)
No ____
(place an x)
Comments:
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M
I
N
I
L
E
S
S
O
N
:

 Watch short kid movie:
Kids Safety
(5 minutes)
Was the objective present or not
present:
Yes ____
(place an x)
No ____
(place an x)
Comments:

 A small discussion will follow
•
where students will make a list
•
on the big board about any
concept(s)
•
the movie left out.
(5 minutes)
Was the objective present or not present:
Yes ____
(place an x)
No ____
(place an x)
Comments:
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M
A
I
N
A
C
T
I
V
I
T
Y
:

 Through 2 different activities allow
students to explore the different concepts of
safety:
 Role-play 3 different scenarios of safety
•
with the
students, (asking them
•
for
volunteers in this theatrical
presentation)
 After each role-playing each scenario
discuss impact, application, and
significance.
 Then in a PowerPoint
•
presentation
discuss the role
•
of financial
security and the role it plays
•
in life
 Show the kids the movie: Financial
•
Literacy for
Kids (How to Help Kids
•
save
Money)
•
 https://www.youtube.com/watch?v=Pr9
YntO7V1U
•
•
(4:55 minutes)
Was the objective present or not
present:
Yes ____
(place an x)
No ____
(place an x)
Comments:
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C
L
O
S
I
N
G
:

 Review the concepts of the
•
well-being curriculum safety
•
and have a small discussion
•
about its practical application to
the
•
real world.
(5 minutes)
Was the objective present or not
present:
Yes ____
(place an x)
No ____
(place an x)
Comments:

 Ask the students end of the lesson
questions about how they felt the lesson
went based on scripted questionnaire
(10 minutes)
Was the objective present or not
present:
Yes ____
(place an x)
No ____
(place an x)
Comments:
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AS
SE
SS
ME
NT
:
M
O
DI
FI
C
A
TI
O
NS
:

 N/A

 Be aware of students with learning
•
disabilities (for instance: Dyslexia,
•
ADHD, ,
•
Memory, or others based on school
•
records) and/or behavioral problems
•
(also supported by school records or
•
teacher knowledge of the student)
 As you review 1 concepts of the well-being
•
curriculum: Safety differentiate
between the
•
students on depth and
complexity of concepts
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M
A
T
E
R
I
A
L
:
TE
C
H
N
O
L
O
G
Y:

L
E
S
S
O
N
T
O
PI
C
:

A. B.A.L.A.N.C.E. book, Computer,
Projector

Computer, Projector, Movies

Lesson 8
Confidence

286

A
I
M
:

O
B
J
E
C
T
I
V
E
S
:

This lesson will revolve around the
students exploring the many
dimensions
of confidence. Our confidence
finds a foundation in the psychological
domains. Studies have fueled
the perspective children and
adolescents
with low self-esteem tend to perform
below
their potential academically
(cognitive domain) and their social
(social domain) skills are limited.
Confidence in one’s own culture also
proves to be very influential to one’s
well-being as well.

Students will be able to:
 Students will be able to consciously
grasp
•
the
importance of being confident through
•
personal and
unique explorations
 Students will discover and/or confirm
their
•
knowledge
about the benefits of confidence
through discussion, song, and an
interactive game.
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D
O
N
O
W
:
(
B
E
L
L
W
O
R
K
)

 Have students write in their journal
•
about a
time they took a risk,
•
and how
they felt through the process.
(5 minutes)
Was the objective present or not
present:
Yes ____
(place an x)
No ____
(place an x)
Comments:

After, perform and sing A.
B.A.L.A.N.C.E.
song with students with
chorography. (5 min)
Was the objective present or not
present:
Yes ____
(place an x)
No ____
(place an x)
Comments:

288

M
I
N
I
L
E
S
S
O
N
:

 With Music:
 Speak 33 POSITIVE
•
•
•
•

AFFIRMATIONS FOR
KIDS SELF ESTEEM

(10 minutes)

Was the objective present or not
present:
Yes ____
(place an x)
No ____
(place an x)
Comments:
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M
A
I
N
A
C
T
I
V
I
T
Y
:

 Through game, Using
 A. B.A.L.A.N.C.E. book,
•
allow
students to explore the
•
concept of
confidence:
 Have Students play Tick-Tac Toe of
Risk
•
Game with
a Partner to build Confidence
 Give them Hand-Out that will explain
directions,
•
rules, and
guidelines
(25 minutes)
Was the objective present or
not present:
Yes ____
(place an x)
No ____
(place an x)
Comments:
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C
L
O
S
I
N
G
:

 Review the concepts of the
well-being curriculum confidence
and
have a small discussion about its
practical
application to the real world.
(5 minutes)
Was the objective present
or not present:
Yes ____
(place an x)
No ____
(place an x)
Comments:

 Ask the students end of the lesson
questions about how they felt the lesson
went based on scripted questionnaire
(10 minutes)
Was the objective present or not
present:
Yes ____
(place an x)
No ____
(place an x)
Comments:

291

AS
SE
SS
ME
NT
:
M
O
DI
FI
C
A
TI
O
NS
:

 Tick-Tac Toe Risk Game Score Card

 Be aware of students with
•
learning disabilities (for
instance: Dyslexia,
 ADHD,, Memory, or
•
others based on school
records) and/or
•
behavioral problems (also
supported by
•
school records or teacher
knowledge of the
•
student)
 As you review 1 concepts of the wellbeing
292

•
curriculum: Safety
differentiate between the
•
students on depth and
complexity of concepts

M
A
T
E
R
I
A
L
S
:
TE
C
H
N
O
L
O
G
Y:

LESSO
N
TOPIC:

•
•

Computer, Projector, Tick-Tac
Toe Risk Game Directions,
Score Card, A.
B.A.L.A.N.C.E. book

•

Computer, Projector, Music

Lesson 9
Altruism

293

AI
M:

This lesson will revolve around
the students exploring the concept
of
altruism. Residing in our
psychosocial
perspective is our call to help and
reach out
in our communities.

O
BJ
E
C
TI
V
ES
:

Students will be able to:
 Students will be able to
consciously
•
grasp
the importance of altruism through
•
persona
l and unique explorations
 Students will discover and/or
confirm
•
their
knowledge about the benefits of
•
altruism
through a community service
project
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D
ON
O
W
:
(B
E
L
L
W
O
R
K)

 Have students write in their journal
about a
time they helped someone and
how it made them feel.
(5 minutes)
Was the objective present
or not present:
Yes ____
(place an x)
No ____
(place an x)
Comments:

After, perform and sing A.
B.A.L.A.N.C.E.
song with students with
chorography.
(5 minutes)
Was the objective present
or not present:
Yes ____
(place an x)
No ____
(place an x)
Comments:
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M
IN
IL
ES
S
O
N:

 Sing Song:
 About Helpfulness
•
•
(song for kids about helping
others)
(10 minutes)
Was the objective present or
not present:
Yes ____
(place an x)
No ____
(place an x)
Comments:
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M
AI
N
A
C
TI
VI
T
Y:

 Fill out how students can
help
 this world on p. 101 and
then go
 over the Wizard vs Lizard
framework
 p.105
(25 minutes)
•

Discuss how it’s important
to
help other people, but it is
also very
important to help yourself
first.
Was the objective
present or not present:
Yes ____
(place an x)
No ____
(place an x)
Comments:
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C
L
O
SI
N
G:

 Review the concepts of the
•
well-being curriculum altruism
•
and have a small discussion
about
•
its practical application to the
real world.
(5 minutes)
Was the objective present or
not present:
Yes ____
(place an x)
No ____
(place an x)
Comments:

 Ask the students end of the lesson
questions about how they felt the
lesson
went based on scripted questionnaire
(10 minutes)
Was the objective present or
not present:
Yes ____
(place an x)
No ____
(place an x)
Comments:

298

ASSESS
MENT:
MODIFI
CATION
S:

M
A

 Care Package
 Be aware of students with learning
•
disabilities (for instance: Dyslexia,
•
ADHD,, Memory, or
•
others based on school records)
•
and/or behavioral problems
•
(also supported by school records
•
or teacher knowledge of the
student)
 As you review 1 concepts of the wellbeing
 curriculum: Safety differentiate
 between the 3 students on depth
 and complexity of concepts
•

Computer, Projector, Books
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T
E
R
I
A
L
S
:
T
E
C
H
N
O
L
O
G
Y
:

LESSO
N
TOPIC
:
A
I
M
:
O
B
J
E
C
T
I
V
E

•

Computer, Projector, Music

Lesson 10
Review

Review the curriculum and go
over the
key finding of the intervention.

Students will be able to:
 Review the general 8 concepts of the
•
wellbeing curriculum: self-acceptance,
•
belongin
g, actualization, life-needs, active,
•
safety,
confidence, altruism
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S
:

D
O
N
O
W
:
(
B
E
L
L
W
O
R
K
)

Seated Meditation for 5
minutes
with the students sitting in a
circle.
The teacher will lead a deep
inhale and exhale breathing exercise.
(5 minutes)
Was the objective present or
not present:
Yes ____
(place an x)
No ____
(place an x)
Comments:
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M
I
N
IL
E
S
S
O
N
:

 Have the students journal about
•
their favorite session
(10 minutes)
Was the objective present or not
present:
Yes ____
(place an x)
No ____
(place an x)
Comments:
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M
A
I
N
A
C
T
I
V
I
T
Y
:

 Review the general 8 concepts
•
of the
well-being curriculum:
•
selfacceptance, belonging,
•
actualizati
on, life-needs, active,
•
safety,
confidence, altruism
•
with
PowerPoint presentation and
•
interactive
physical activity where
•
students
physically express each
•
concepts
through movement aided
•
by
curriculum handout that show
•
movement and action correlated
•
to each
concept. (15 minutes)
(15 minutes)
Was the objective present or not
present:
Yes ____
(place an x)
No ____
(place an x)
Comments:

 Students will make longitudinal
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•

•
the context of their life
(10 minutes)

goals in

Was the objective present
or not present:
Yes ____
(place an x)
No ____
(place an x)
Comments:

 Ask the students end of the lesson
questions about how they felt the
lesson went based on scripted
questionnaire
(10 minutes)
Was the objective present or not
present:
Yes ____
(place an x)
No ____
(place an x)
Comments:
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C
L
O
S
I
N
G
:

 Thank the children for their
 participation
(10 minutes)
Was the objective present or
not present:
Yes ____
(place an x)
No ____
(place an x)
Comments:

ASSESS
MENT:
MODIF
ICATIO
NS:



N/A

 Be aware of students with
•
learning disabilities (for
instance:
•
Dyslexia, ADHD,
•
Memory, or others based on
school
•
records) and/or behavioral
problems
•
(also supported by school
records or
•
teacher knowledge of the
student)
 As you review 8 concepts of the wellbeing
curriculum: self-acceptance, belonging,
actualization, life-needs, active,
safety, confidence, altruism
differentiate
between the students on depth
and complexity of concepts
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M
A
T
E
R
I
A
L
S
:
TECHN
OLOG
Y:

 A. B.A.L.A.N.C.E. book

•

Projector, Computer
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Appendix D
Questions to ask students after each lesson
1. How did the lesson go for you today?

2. Were there any high points to the lesson?

3. Were there any low points to the lesson?

4. How could you use the information learned today in your everyday life?

5. Can you share one word or one sentence about today?
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Appendix E
Questions to ask myself before the Intervention after I have reread
the
Curriculum and Lesson Plans
[answers to be hand recorded on a separate piece of paper]
History Connected to Intention
1. Please describe your history with education.
2. Please describe your history with well-being.
3. Please describe your general intentions as a teacher.
4. Now please describe your intentions as a well-being
interventionist?
Thought to Action
5. What things will you do to make these intentions happen as a
well-being interventionist?
6. What things could you foresee that might prevent these
intentions from happening as a well-being interventionist?
Comprehension
7. Do you comprehend all the steps for conducting and
administering this well-being intervention?
8. Are there any confusing or unclear sections to the curriculum or
lesson plans that you observed?
Ability
9. Is administering this well-being intervention perfectly capable
for you to implement?
10. Are there sections to the curriculum or lesson plans that you
foresee being a challenge for you to implement, for instance the yoga,
meditation, or any project-based learning lessons?
Ethical Responsibility
308

11. Do you agree with the administration of this well-being
intervention’s intent and purpose?
Clarification
12. Could instructions be added to help you understand or perform
the administration of this well-being intervention in any further
degree?
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Appendix F
Interview Questions to be used with myself after each Lesson
[answers to be hand recorded on a separate piece of paper]

History Connected to Intention

1. Please describe your history with education again.

2. Please describe your history with well-being again.

3. Please describe your general intentions as a teacher again.

4. Now please describe your intentions as a well-being interventionist
again?
Thought to Action
5. What things did you do to make these intentions happen as a wellbeing interventionist?
6. What things did you or didn’t previously foresee that prevented these
intentions from happening as a well-being interventionist?

Comprehension

7. Did you comprehend all the steps for conducting and administering
this well-being intervention?
8. Were there any confusing or unclear sections to the curriculum or
lesson plans that you observed?
Ability
310

9. Was administering this well-being intervention perfectly capable for
you to implement?
10. Were there sections to the curriculum or lesson plans that you did
or didn’t foresee being a challenge for you to implement, for instance the
yoga, meditation, or any project-based learning lessons?
Ethical Responsibility
11. Did you and do you still agree with the administration of this
well-being intervention’s intent and purpose?
Clarification
12. Could instructions be added that could have helped you
understand or perform the administration of this well-being intervention
better?
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Appendix G
Preliminary Questions to ask Potential Parent and/or Students
about potentially becoming a 6th grade participant
[answers to be hand recorded on a separate piece of paper]

1.

Will your child be capable and able to do a 10-lesson

well-being curriculum?
2.

I would like you to know that such a curriculum will

include: performing basic yoga postures, doing interactive songs,
and practicing other movement activities; will this be perfectly
attainable for your child to do?
3.

Will your child be able to commit to a 1-hour class with

potentially nine other 6th grade students for 2 weeks?
4.

Do you have any reservations or hesitancies about

committing your child to this intervention for any reason?
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Appendix H
Intentional Dimension
Intentions and practices for the students in this interventional research
study
[answers to be recorded on a separate piece of paper]
Intended Goals

Operational Goals

Create the
conditions for the
student participants to
have positive
experiences.
Create the condition
where students
experience well-being
knowledge that they can
make conscious.
Create the condition
where students are
experiencing
engagement and
interaction with the
well-being curriculum.
Create the condition
where the student
experience the intended
goals outlined by the
lesson plan.
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Appendix I
Intentional Dimension
Intentions and practices for the interventionist in this interventional
research study
[answers to be recorded on a separate piece of paper]
Intended Goals
Conditions will be
created for the
interventionist to have
interactive teaching
experiences for the
purpose that the
students will have
interactive learning
experiences.
Conditions will be
set where the
interventionist will use
different pedagogical
teaching methods for
the purpose of
establishing
differentiated learning
experiences connected
to the well-being
curriculum.
Conditions will be
set where the
interventionist can
intrinsically motivate
the students within the
intervention.
Create conditions
where students learn
that well-being is
subjective and
interpretive to their own
life.

Operational Goals
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Appendix J
General Intentional Dimension
Intentions and practices for the students in this interventional research study
[answers to be recorded on a separate piece of paper]
Intended Goals
Create conditions
where the curriculum is
applicable to all genders
and ethnicities.
Create the condition
where students are
intrinsically motivated.
Create the condition
where students ask
questions.
Create the condition
where students learn
something new.
Create the condition
where the curriculum is
challenging.
Create the condition
where the students are
not entirely dependent on
the interventionist?
Create the condition
where the curriculum is
applicable to all 6th
graders.
Create the condition
where the curriculum is
applicable to all learning
abilities?
Create the condition
where the curriculum is
fun?
Create the condition
where students can

Operational Goals
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experience fulfilled
lessons.
Create the conditions
where students can
consciously grasp the
well-being terminology.
Create the conditions
where students can
experience intrinsic
motivation.
Create the conditions
where students
experience a comfortable
settings where they learn
that well-being is
subjective and
interpretive to their own
life
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Appendix K
General Intentional Dimension
Intentions and practices for the interventionist in this interventional research
study
[answers to be recorded on a separate piece of paper]
Intended Goals
Create conditions where it is
feasible for a willing and able
interventionist to teach this
curriculum.
Create conditions where the
interventionist can comprehend
this curriculum without many
questions.
Create conditions where the
interventionist will have fun
teaching this curriculum.
Create conditions where the
interventionist will also learn about
well-being through this curriculum.
Create conditions where the
interventionist will feel
comfortable teaching this
curriculum .
Create conditions where the
interventionist will agree with
teaching this curriculum.
Create conditions where the
interventionist will look forward
and be excited to teach this
curriculum.

Operational Goals
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